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ABSTRACT 
ALIENATION, ASPIRATION, AND ACHIEVEMENT AMONG 
BLACK COLLEGE STUDENTS: 
A 1970-1986 COHORT COMPARISON 
May, 1988 
Wanda L. Ruffin, B.S., Mississippi Valley State University 
M.S.W., University of Pittsburgh 
Ed.D., University of Massachusetts 
Directed by: Professor Allen E. Ivey 
This study was designed to investigate the level of 
alienation experienced by Black students attending a 
predominantly White college campus. Black freshmen 
interviewed in 1970 were compared with Black freshmen 
interviewed in 1986 on measures of alienation, aspiration 
and achievement in order to determine if changes had 
occurred over a 16-year time period. 
Subjects for this investigation were Black student 
participants of the Committee for the Collegiate Education 
of Black and Minority Students (CCEBMS), a minority support 
program located at a major university in the northeast. 
The 1970 group consisted of 185 Black freshmen, 95 males 
and 90 females. The 1986 group consisted of 97 Black 
freshmen, 50 males, and 47 females. 
vi 
A questionnaire form was developed that included the 
following. The Alienation Index Inventory (Turner, 1975), 
a 44-item scale consisting of nine five-item subscales, and 
the Militancy scale, designed to measure levels of 
alienation experienced by students; The Rosen Achievement 
Scale (Rosen, 1956), a scale of value orientations which 
taps into aspiration and achievement motivation of 
students; academic achievement. Grade Point Average (GPA); 
and a number of demographic variables. 
The data were analyzed by use of Analysis of Variance 
and Pearson Correlation Coefficient. Results indicated 
that: (1) Black students in 1986 expressed less alienation 
than Black students expressed in 1970; (2) there was no 
significant difference in aspiration levels between the 
1970 and 1986 groups; (3) Black students in 1986 maintained 
a higher GPA than Black students maintained in 1970. 
Several possible explanations for the findings were 
proposed, including a discussion of the difference in the 
political climate and social events experienced by the two 
groups. 
The conclusions and limitations of the investigation 
were discussed along with recommendations for future 
research in the area of Black student alienation on White 
college campuses. 
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CHAPTER I 
INTRODUCTION 
The broad objective of this study was to investigate 
the levels of alienation experienced by Black students on a 
predominantly White college campus. Second semester Black 
freshmen interviewed in 1970 were compared with second 
semester Black freshmen interviewed at the same university 
in 1986. ' 
More specifically, the following questions were 
designed to enhance our understanding of Black student 
alienation on a predominantly White campus: "Has the level 
of Black student alienation changed over time?" and "Has 
the relationship between the variables of alienation, 
aspiration, and achievement, changed for Blacks over time?" 
This presentation explores the nature and variation in 
the 1970 and the 1986 responses to the Alienation Index 
Inventory (Turner, 1975). In addition, there is a general 
assumption that something in the experiences of Black 
students on predominantly White campuses deflates their 
academic and aspiration levels. Black students' level of 
aspiration and academic achievement were also compared in 
order to address- this issue. This study was designed to 
add to the existing knowledge about Black student aliena¬ 
tion on predominantly White campuses today. 
1 
Rationale and Meed 
At the time of Brown vs. Board of Education of Topeka, 
in 1954, approximately 99% of Black college students in the 
United States were attending historically Black 
institutions. Today, almost 80% of the 1.1 million Black 
college students attend predominantly White institutions 
(National Center for Educational Statistics, 1984). 
It has been found that Black students on predominantly 
White campuses don't do as well and graduate less often 
than majority students, despite the fact that their goals 
and aspirations may be higher than White students (Allen, 
1981; Boyd, 1974; DiCesare, Sedlacek, & Brooks, 1972). 
Clearly, the literature indicates that for many Black 
students there is a strong desire to obtain a college 
education. Yet, there are instances wherein that desire is 
impeded not only by economic and educational disadvantages, 
but also by problems which are encountered by Black 
students within the walls of the predominantly White 
environment (Oliver, Rodriguez, & Mickelson, 1985; Reed, 
1981; Suen, 1983; White, 1974), 
Alienation is a critical issue to be studied since 
Black students consistently express feelings of alienation 
discuss institutional insensitivity to their needs, and 
express a general dissatisfaction with the predominantly 
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White college experience (Allen, 1981; Evans, 1986; 
Fleming, 1984; Friday, 1983; Louis, 1986; Rosser, 1972; 
Smith, 1980; Suen, 1983; Taylor, 1986). 
In a speech at the 1982 National Association for Equal 
Opportunity in Higher Education, Carol Hardeman stated the 
following: 
Some Black students perform poorly because of the 
lack of a support system that promotes academic 
persistence. Many White professors appear insen¬ 
sitive or unresponsive to Black student concerns. 
There are few Black professionals who can serve as 
role models or advisors. Consequently, many Black 
students develop negative self-concepts, and 
defeatest attitudes that often result in the lack 
of academic persistence and in turn, dismissal or 
withdrawal from the institutions (cited in Elam, 
1983, p. ix). 
Gurin & Epps (1975), Fleming (1984), and Martin (1984) 
found that the factors contributing to academic achievement 
on Black campuses were the very ones which were unavailable 
to Black students on White campuses. As Fleming (1984) 
reported, "the stress of racial tension and inadequate 
social lives borne by Black students at White schools 
generates feelings of alienation which leads to 
psychological withdrawal that impairs academic functioning. 
3 
Consequently many Black students perform below their 
ability levels" (p. 3). 
Julia C. Elam, addressing a special 1982 National 
Association for Equal Opportunity in Higher Education 
(NAFEO) Conference, stated that the high attrition rate of 
Blacks in White institutions is cause for alarm. "This is 
especially true since many Blacks who matriculate at 
majority institutions receive better than average grades in 
high school" .(Elarn, 1983, p. x) . She goes on to elaborate 
that these same students usually have high aspirations and 
would probably persist through graduation if adequate 
support systems that deal with the total individual were 
instituted. 
Bennett & Okinaka (1984) reiterate this concern in 
their article, "Explanations of Black Student Attrition in 
Predominantly White and Predominantly Black Universities. 
We would agree that to date the research on Black 
student attrition lacks consistency in definitions, 
measurements of key variables, and methodological 
issues. However, the consistency of certain findings, 
particularly Black student alienation and lack of 
environmental support as predictors of attrition gam 
greater credence by the fact that they continue to 
emerge in such disparate pieces of research which 
measure the concepts somewhat differently (p. 74). 
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As a report from the Institute for the Study of 
Educational Policy (1976) emphasized, "the difference 
between those Black students who dropped out and those who 
persisted may have been the students' perceptions of their 
learning environments" (p. 165). Accordingly, those who 
remained did not necessarily find the White institutions to 
be a friendly or warm place, but persistence was determined 
by the students' ability to cope with and function 
adequately within an indifferent and sometimes hostile 
environment. 
W7ithin the literature, there remains a pervasive and 
persistant viewpoint (Centra, 1970; Fleming, 1984; Harper, 
1971, 1975; Miller, 1969; Staples, 1986) concerning the 
predicted or observed experiences of Black students on 
White campuses. The consensus of these and other authors 
has been that despite sincere efforts by predominantly 
White universities regarding the recruitment and retention 
of Black students, once on campus, these students are 
confronted with academic and social stressors which are 
different from those experienced by White students. As a 
result. Black students perceive their campus experience 
quite negatively, and their drop-out rate is much higher 
than that of White students. 
Since inadequate experiences and outcomes of Blacix 
students who attend predominantly White colleges have 
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become a matter of national concern, it is a worthwhile 
task to conduct a time-lag study of alienation expressed by 
Black freshmen. This study can provide administrators and 
others concerned with Black student retention with factual 
knowledge about students' opinions relating to their 
academic and social life on White campuses. The study of 
alienation has become a specific area of concentration 
since the literature continues to point to its presence 
among Black students attending predominantly White 
colleges. 
The information gained from Black freshmen could then 
make it possible to consider creative ways in which the 
university structure may be modified to reduce the 
alienation expressed by Black students in order for them to 
most effectively grow within, and generally feel a part of 
the predominantly White university. There is a need to 
collect information which will aid in determining the 
extent to which Black student alienation still exists on a 
predominantly White college campus since Black students 
continue to seek admissions. Insofar as many Black 
students do not perform according to their expectations, 
and others continue to be ensnared in the revolving-door 
phenomenon, this study focuses on one piece of this puzzle 
by comparing two groups of Black freshmen at different 
points in order to assess changes which may have occurred. 
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Specific Literature Leading to the 
Premise of this Study 
Due to the evidence in the literature that Black 
students still experience subtle and sometimes overt 
discrimination, and that overcoming feelings of abandon¬ 
ment and alienation could very well be the worst of all the 
problems experienced by Black students on predominantly 
White campuses (Allen 1981), the premise of this study is: 
There will be no major differences on measures of 
alienation, aspiration and achievement between Black 
freshmen measured in 1970 and in 1986. 
In 1969, Turner collected and studied extensive data 
on demographics, alienation, aspiration, and academic 
performance of a sample of Black freshmen. These data 
provided the foundation for a cohort study in 1986. In 
effect, this dissertation seeks to answer the question: 
What changes have occurred among Black freshmen over this 
16-year time period? 
Are the Turner factors worthy of further examination 
in 1986? If so, what conceptual model is needed to justify 
this particular selection of variables? 
A visual framework for organizing the extensive data 
on Black college students is provided (see Figure 1) by 
Allen (1981) . The demographic factors tend to lead to a 
7 
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certain level of performance in high school critical to 
admission to higher education. The goals of education 
(college satisfaction, academic performance, and 
occupational aspiration) are the end products. There are 
many factors ranging from environmental supports, to race 
relations, to issues of alienation, which can lead to 
success or failure. 
This dissertation obviously cannot, and does not, seek 
to speak to all the issues in the paradigm suggested by 
Allen (1981). Three areas are covered in this 
dissertation. One is a process issue (degree of 
alienation), while the other two are outcome-oriented 
issues (academic performance and aspiration). 
The literature points to many factors which affect the 
success of Black college students. Throughout the years, 
studies on alienation continue to be singled out as 
important. With regard to Black alienation on White 
campuses, the following main points were observed: 
1. Alienation continues to be a dominant themes 
in the lives of Black students on predominantly 
White campuses. 
As early as 1963, Middleton found that Black students 
were more alienated than majority and other minority 
students on predominantly White campuses. Britts (1975) 
found that alienation was a critical factor affecting 
9 
Black students in the 1970's. Even though the majority of 
Black students now attend predominantly White colleges, and 
many changes have occurred for Black students on these 
campuses, alienation, isolation and loneliness are issues 
still being discussed by Black students (Collison, 1987; 
Evans, 1985, 1986; Fleming, 1984; Taylor, 1986). 
2. Separatism and withdrawal seem to increase 
the feelings of alienation on predominantly 
White campuses. 
Black students feel a certain "tenuousness" in their 
position on campus because they do not see Blacks as fully 
a part of the inner workings of the White university. The 
environment portrays negative images of the Black student, 
and they begin to feel less control over things that occur 
in their lives, and resort to spending most of their time 
with other Blacks. 
The outcome issues considered in this dissertation, 
academic performance (as measured by the first semester 
grade point average), and aspiration (as measured by the 
Rosen Achievement Scale), have been discussed in the 
literature in regards to Black students: 
1. The academic achievement of Black students 
seems to be affected by their levels of 
alienation on White campuses. 
10 
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Black students' energies may be diverted from 
academics to self-defense in a hostile environment. 
Fleming (1981) offers evidence that social isolation 
constitutes a serious problem which interferes with Black 
students' normal developmental quest for competence. 
Black students' academic performance, more than White 
students' performance, is related to the type and level of 
interaction they have with the college environment. Social 
isolation can affect academic performance and lead to 
extreme loneliness and disillusionment with college life. 
2. In many cases, the aspiration levels of Black 
students are higher than White students, but 
Black students reach their goals less often 
than White students. 
Black students, as a rule, aspired to professions as a 
major avenue of escape from labor and service jobs. 
Historically, Black students sought the teaching and social 
service professions. Today, there is a shift toward law, 
business, engineering, and a host of fields previously 
closed to Blacks. Such occupational aspirations also lead 
to higher educational aspirations. Alienation is said 
to negatively influence Black students' aspiration and 
achievement of their goals. 
In summary, this dissertation will take existing data 
from 1970, obtain additional data on Black freshmen in 
11 
1986, and compare the two groups. As a prelude to this 
comparison, demographic information (including high school 
rank, SAT scores, and socioeconomic status) of the 1970 and 
1986 groups were analyzed. 
The specific issues for study included: 
1. A comparison of measures of alienation over 
the 16-year period. 
2. A comparison of two outcome measures over the 
16-year period: aspiration (Rosen Achievement 
Scale) , and achievement (first semester GPA). 
Hypotheses 
In the previous pages, the overall objectives and the 
rationale for this study were presented. Our primary 
concern is whether there are differences on measures of 
alienation, aspiration and achievement between Black 
freshmen in 1970 and Black freshmen in 1986. 
The specific hypotheses are as follows: 
1. There will be no difference in alienation between 
the 1970 and 1986 groups. 
2. There will be no difference in aspiration between 
the 1970 and 1986 groups. 
3. There will be no difference in achievement 
between the 1970 and 1986 groups. 
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4. There will be no difference in the relationship 
between alienation, aspiration and achievement in the 
1970 and 1986 groups. 
Our assumption is based upon current literature 
stating that Black students are still experiencing 
loneliness and isolation on predominantly White campuses. 
Black students in 1986 will express levels of alienation 
just as high as Black students expressed in 1970. 
Dissertation Overview 
CHAPTER I Introduction and Rationale: 
A general description of the goals, 
rationale, and premise of the study, 
and supporting information necessary to 
understand the issues. 
CHAPTER II Literature Review: 
A review of the relevant literature. 
CHAPTER III Methods: 
A description of the procedures utilized. In 
addition, it provided a description of each 
of the instruments. 
CHAPTER IV Results and Discussion: 
Results presented in grahic form with 
accompanying analysis and discussion. 
CHAPTER V Summary: . , 
An overview and discussion of the study. 
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CHAPTER II 
REVIEW OF THE LITERATURE 
The literature review is divided into four sections: 
1. A general review of studies on Black students 
at White colleges. 
2. A review of research on what happens to Black 
students socially and academically, and how 
they cope on predominantly White campuses. 
3. A review of research on Black student 
alienation at White colleges. 
4. Integrated summary of research on Black students 
over a twenty-year period, with special emphasis 
on social changes over time. 
A summary of the major trends found in the literature 
will be included at the end of each section. The time 
frame covered will primarily incorporate research beginning 
in the mid-sixties, the height of the Black Power and Civil 
Rights Movement, up to the present time. 
1 Review of BJacks on White Carnpugea 
The development of a body of literature addressing the 
college experiences of Black undergraduate students on 
predominantly White campuses is a fairly recent phenomenon. 
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It was less than twenty years ago that a visible number of 
Blacks began to enroll at traditionally White campuses. 
The period of the late sixties and early seventies seemed 
represent a pivotal point in which White colleges made 
concerted efforts to bring in larger numbers of Black 
students. 
Taylor (1986) noted that the late 1960's and the early 
1970's brought about many studies on the effects of Black 
students enrolling in large numbers on predominantly White 
college campuses. Bayer & Boruch (1969), Brown (1969), 
Epps (1978), Garza & Nelson (1973), Godard (1969), Goodrich 
(1977), Hare (1969), Keith (1972), and Washington (1977) 
are only a few examples of researchers who investigated 
Black students on White campuses. 
Roscoe Browns (1969) is a representative example of 
how Black students' entrance on predominantly White 
campuses was discussed in the literature. Brown notes that 
"sit-ins," mass demonstrations, and the Civil Rights 
Revolution overshadowed the large entrance of Black 
students at White schools. As riots and violence swept the 
nation's Black ghettos after the 1968 assassination of Dr. 
Martin Luther King Jr., Black students who were recently 
admitted to predominantly White schools began to hold 
demonstrations presenting the university with "demands." 
They wanted the curriculum to include more Black courses, 
15 
more Black students and professors, cultural recognition, 
and "full-student" status. Universities were forced to 
re-evaluate, and sometimes change policies that had been 
unchallenged for years (p. 32). 
Allen (1981) , in his review of studies of Black 
students attending predominantly White colleges, noted that 
Black student research studies commonly incorporate one or 
a combination of the following: 
1. Blacks' social and economic characteristics 
2. Blacks' levels of adjustment at predominantly 
White institutions 
3. Blacks' academic successes and failures at 
these institutions. 
Hedegard & Brown (1969) investigated a group of Black 
freshmen who entered the University of Michigan in 1966. 
They utilized extensive questionnaires in order to discover 
Black students' expectations and experiences during their 
first year of college compared to a random sample of White 
freshmen. Their main purpose was to "highlight those 
characteristics, expectations, and experiences which 
differentiate the Negro student sample from the White 
students, and to determine which of these elements appear 
to be most relevant to academic, personal, and social 
development" (p. 131). The Black and White students 
differed mostly on documented family characteristics 
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such as income, occupation, and education of parents, 
and in the nature and frequency of academically relevant 
pre-college experiences. Black students experienced a 
sense of detachment from the inner workings of the college 
and from the student body. "In dealing with people, this 
took the form of distrust, being careful that others don't 
take advantage of you, and feelings of ambivalence toward 
others" (p. 135) . 
Bayer & Boruch (1969) used information from the 1968 
freshmen survey conducted by the American Council on 
Education to compare Black and White freshmen. Each 
student completed a four-page questionnaire that included 
items on demographic and socioeconomic background, high 
school background, life plans and aspirations, and sources 
of financing college. As expected, Black and White 
students differed on all those characteristics, e.g. Black 
students came from homes with substantially lower incomes 
than those of White students. 
Notable among the research on Black students at 
predominantly White campuses was a study conducted by 
Centra (1970) . He went a step further than earlier studies 
by researching how the background characteristics, 
activities, goals, as well as perceptions of Black students 
differed from those of White students. The sample of Elack 
and White students drawn from students enrolled at a 
17 
large number of colleges completed the Questionnaire on 
Student and College Characteristics (QSCC) in 1968. The 
empirical evidence presented in his report indicated that 
Blacks were both similar to and different from White 
students. The differences pointed to the existence of a 
"dual environment" (p. 336) . Black students tended to be 
less satisfied than Whites with the help the college had 
given them in progressing toward their goals. Black 
students Viewed the racial environment quite differently 
than White students. For instance, not only were Black 
students more aware of their minority status, but they 
also perceived the campus as a place where race or 
background determined friendships. Similar findings were 
noted by Altman & Snyder, 1970; Darley, 1969; Gaier & 
Watts, 1969; Hartnett, 1970; Pruitt, 1970; Epps, 1978; and 
Berry, 1983. 
Ramseur (1975), in reviewing the literature on Black 
students at White schools, observed that Black students 
tended to change their racial attitudes and orientations on 
two levels. First, the saliency of "Blackness" and issues 
associated with it seemed to increase. Secondly, broader 
ideological changes occurred involving Blacks' cultural, 
interpersonal, and political orientation toward other 
Blacks and the Afro-American culture. That is, there was 
an increased concern for Black unity. In Ramseur's own 
18 
research, in which he used a newly developed Black Ideology 
Scale, it was discovered that this change in ideology 
occurred during the freshman year when there was an 
increasing movement away from Whites. 
Many researchers proceeded from the assumption that 
Black students, because of their different cultural 
backgrounds, or their differing perceptions of the 
university environment, have different problems than White 
students. - These types of studies tended to focus on so 
called "personality traits" which Black students brought to 
the university to explain the differences. Sommers (1964) 
presented clinical data which suggest that "conflicting 
loyalties to one's minority ethnic group can produce inner 
confusion that may result in a disordered identity, or in 
maladapted functioning, or both" (p. 334). 
In a study done by Kysar (1966), Black students at the 
University of Illinois were characterized as having low 
self esteem and a defensive preoccupation with status. 
They were described as expressing angry revolt against 
their parents and subculture, and subsequently experienced 
guilt and identity confusion. 
Mackey (1972) used case histories to illustrate themes 
of depression and withdrawal, anxiety and fear of failure, 
along with hostility, and paranoid feelings among Black 
students. 
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Hammond (1970) analyzed Black students at the 
University of Virginia and concluded that they were in the 
limbo of transition from one class to another, and from one 
subculture to another, so that they often developed 
a syndrome he called "culture paranoia." 
Kilson (1973) described Black students at Harvard 
as perceiving the university as a hostile environment, 
the faculty and staff as their oppressors, and the entire 
relationship as one of inevitable conflict and 
confrontation. 
Sedlacek & Brooks (1970) concluded that Black freshmen 
experienced longer and more difficult adjustments to the 
predominantly White institution. They stated that much of 
this adjustment appeared to be "fitting in" and "feeling 
out" the student body. 
St. John, in his 1966 study, found that the self 
esteem of Black students tended to be more threatened in 
integrated schools. He concluded that Black students were 
most likely to be concerned about their different social 
and academic backgrounds as teachers and classmates defined 
them as "inferior." This type of research sought, and not 
surprisingly found, that Blacks deviated from the White 
"norm" on campus. 
Another body of literature emerged in which the 
authors sought to understand problems which Black students 
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themselves identified, without the underlying assumption of 
pathology (Baum & Lamb, 1983; Dejoie, 1983; Fleming, 
1981; Harper, 1975; Hartnett, 1970; Keller, Piotrowski, & 
Sherry, 1982; Lukas, 1968; Madrazo-Peterson & Rodrigues, 
1978; Stone, 1977; Williams & Lyons, 1972; Willie & Levy, 
1972) . 
In a study by Bressler (1967), Black students were 
most concerned about financial difficulty, restricted 
competence, problems with individual and group 
identification, and economic stress. Bressler suggested 
that in order to alleviate problems. Black students must 
choose among these social options: assimilation, cultural 
pluralism, or separatism. 
Fleming (1981) investigated sources of stress 
experienced by Black students on White campuses. She 
discovered that school-related problems, intrapsychic 
problems, reality problems, interpersonal difficulties, and 
social problems were the most salient. 
Nieves (1971) also studied perceptions held by Black 
students on predominantly White campuses. He found that 
nonentitlement, loneliness, isolation, withdrawal, and 
cultural alienation were salient characteristics of Black 
students. Black students in his study felt that faculty 
and students looked at them as "special admits" in that 
they were only there because of affirmative action 
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mandates. In order to adjust. Black students either had to 
adhere quickly to White cultural norms or maintain their 
own norms and be different. 
Gibbs (1973) identified six problem areas most 
frequently raised by Black students in counseling. They 
were: establishing a meaningful relationship; academic 
performance; interpersonal relationships between Blacks and 
Whites; autonomy; sexual and aggressive feelings; and long 
range career plans. 
Webster, Sedlacek, & Miyares (1979) indicated that 
Blacks expressed more serious problems in feeling that they 
were victims of racism and open racial discrimination. 
Kleinbaum & Kleinbaum (1976) found that Black students 
at the University of North Carolina were dissatisfied with 
their overall educational experiences, troubled by the 
limited numbers of Blacks at all levels of the university, 
disappointed by the campus life, exposed to racial 
discrimination, and in general, disenchanted with the 
school. Fear and reluctance of Blacks and Whites to 
interact with one another had limited the potential for 
growth and multi-racial understanding. 
Westbrook, Miyares, & Roberts (1978) surveyed 108 
Black students from predominantly Black and predominantly 
White schools, and 184 White students in order to determine 
broad problem areas within which relevant mental health 
programs could be developed. Nineteen problem areas (The 
Student Problem Areas Survey) were ranked by all groups. 
Significant differences between Black and White students 
were found in areas specific to academic achievement, 
economics, and racial composition and interactions. Black 
students, regardless of schools, reported experiencing more 
problems than did White students. 
Baum & Lamb (1983) compared concerns presented by 
Black and White students to a university counseling 
center. A total of 1,662 White students and 170 Black 
students who sought counseling during a two-year period 
were involved in this study, by completing a "problem 
checklist." Even though many of the concerns presented by 
Black and White students were similar, Elack students 
presented more concerns within the academic domain. Baum 
and Lamb felt that this issue re-emphasized the importance 
of offering specific types of academic support services *.or 
specific student populations. 
Madrazo-Peterson & Rodrigues (1978) sought to study 
the student-environment fit as a means of explaining the 
problems experienced by Black Americans, Native Americans, 
and Chicano students on a predominantly White campus. The 
College Student Questionnaire and the Environmental 
Satisfaction Questionnaire (ESQ) were the primary 
instruments used. The ESQ is designed to gather specific 
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information concerning the fit between university students 
and their environment, while assessing the amount of stress 
within each segment of the environment. In Part I, the 
students were asked to respond to 11 items in a Likert-type 
format. Part II used references from the environment to 
gather information about student-environment interactions. 
Twenty-six percent of the respondents were Black, 
sixty-eight percent were Chicanos, and 6 percent were 
Native Americans. Sixty percent of the sample were males 
and 40 percent were females. Even though most of the 
anticipated differences between ethnic groups were not 
found, these authors found significant differences between 
sexes, classes, and colleges. The authors were surprised 
at the degree to which social isolation created stress for 
all the groups studied. The students reported being 
singled out in classes and living situations, and being 
asked to give not only their own opinions, but an opinion 
that could represent their minority group. Those, and a 
host of other incidents on campus tended to legitimize and 
perpetuate any feelings minority students had that they 
were different and unable to fit in with most other 
individuals in their environment. 
Smith (1980), in a comprehensive study of Blacks 
attending predominantly White colleges reported that Blacks 
in all of the schools included in his study cited 
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examples of overt racial hostility directed at them. Even 
though Smith reported that attrition statistics for Blacks 
varied significantly among the seven universities, all 
seven indicated that "the underlying causes of Black 
attrition appear to be rooted in the poor quality of Black 
life on campus" (p. 19). The degree and level of this 
feeling differed at each university studied, but the 
conclusion remained — Black students perceived themselves 
in a hostile environment in which many had to deal with 
adjustment to the new environment, as well as to their 
identity as Black students. Smith concluded that poor 
academic preparation in secondary schools appeared to be a 
major barrier to access to higher education, but other 
issues on campus constituted the major factors affecting 
retention. These factors included depression, loneliness, 
and alienation experienced by Black students. "There 
appeared to be tension and confusion surrounding a 
divergence of views between what most Black students felt 
was good for them and what most Whites felt was good for 
the college" (p. 9). 
Willie & McCord (1972) looked at Black students on 
White campuses in terms of expectations of Black students. 
They summarized their study this way: "Black students' 
confidence and trust in Whites has been shaken by cruel, or 
at the very least, thoughtless insults and insensitivity 
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(p. 103-104). Therefore, Black students' experiences have 
caused anger and despair, contributed to withdrawal and 
separation, and have encouraged some to seek reparation or 
revenge. 
Oliver, Rodriguez, & Mickelson (1985) conclude that 
"the verdict is clear: disadvantaged minorities in American 
society are still disproportionately less represented in 
higher education and succeed at a substantially lesser rate 
than their White counterparts" (p. 3). They reported that 
trends in the literature are designed to answer two central 
questions: (1) what factors account for the 
disproportionately low numbers of minority students in 
higher education, and (2) why, once they arrive at these 
institutions, they don't do well and graduate less often 
than majority students? 
Astin (1982) tried to address the first question as he 
described the educational system as a kind of pipeline (see 
Figure 2) leading ultimately to positions of leadership and 
influence in our society. He identifies five major 
"leakage" points (high school graduation; college entry; 
completion of college; graduate and professional 
enrollment; and attainment of graduate and professional 
degrees) at which large numbers of Blacks and other 
minorities drop out of the pipeline. It is the loss of 
minorities at these five transition points that accounts 
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for their substantial under-representation in high level 
employment. In 1977, Astin reported that Black students 
dropped out from predominantly White colleges at a rate of 
49.5%, as compared to a dropout rate of 41.4% among white 
men and 30.9% among White women. 
Even more striking was a study done by Cortina (1980), 
in which Black students were reported to drop out of 
college at a rate of 73.4%, and the overall student 
population dropped out at a rate of only 47.7%. Similar 
findings were noted by Franklin (1980) and the United 
States Bureau of Census (1975). 
A body of literature emerged investigating causal 
variables used to determine why Black students have such a 
high attrition rate on White campuses. Many researchers 
(Astin, 1971; Bressler, 1967; Daves, Loeb, & Robinson, 
1970; Kowalski, 1977; Reed, 1978; Sowell, 1972) concluded 
that academic preparation is the crucial determinant of 
student persistence, yet Black student retention research 
insisted upon considering other environmental and 
externally controlled factors as precipitants of Black 
student withdrawal from predominantly White campuses. 
A host of studies identified divergent and unrelated 
factors as family socioeconomic status, motivation, 
degree aspiration, personal values, self-concept, financial 
needs of the students (their ability to pay for school) and 
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environmental characteristics as correlates of student 
attrition (Axtel & Coad, 1979; Bressler, 1967; Cross & 
Astin, 1981; DiCesare et al., 1972; Harrower, Herring, & 
Houpt, 1980; Lenning, Beal, & Sauer, 1980; Pantages & 
Creedon, 1978; Peng & Fetters, 1977; Peterson, Blackburn, 
Gamson, Arch, Davenport, & Mingle, 1978; Reed, 1978; Smith, 
Maxwell, Carney, & Fontaine, 1976). 
Other noted factors specifically applicable to Black 
students included alienation and group identification. For 
instance, Smith (1980) identified alienation and loneliness 
as the most common factors affecting the attrition rates of 
Black students. Black faculty, and Black administrators. 
The research on alienation will be discussed in more detail 
in an upcoming section. 
Even though there is no consensus as to which factors 
most affect the retention of Black students, there still 
remains a pervading and persistent viewpoint (Centra, 1970; 
Edwards, 1984; Fleming, 1984; Harper, 1971; Miller, 1969) 
concerning the predicted or observed experiences of Black 
students on White campuses. The consensus of these and 
other authors has been that Black students perceive the 
predominantly White college environment quite negatively, 
and that their drop-out rate is much higher than White 
students as they tend to withdraw rather than withstand the 
daily pressures. 
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In summary, two questions have guided research on 
Black students at predominantly White colleges. They are: 
(1) What factors account for the disproportionately low 
numbers of Black students on predominantly White campuses?, 
and (2) Why they don't do as well and graduate less often 
than majority students? 
Moreover, this section sheds some light on how Black 
students were studied in the literature since the entrance 
of large numbers of Black students on predominantly White 
campuses. Much of the earlier research focused on the 
differences in academic backgrounds of Black and White 
students and how this affected Black students successful 
matriculation. Many studies compared Black students to the 
White "norm" on campus, including differences in social, 
economic, and cultural backgrounds. Other studies 
investigated personality characteristics which 
distinguished Black students from White students. Another 
body of literature concentrated on the expressed 
expectations and experiences of Black students. This lead 
to an investigation of coping mechanisms, and effective 
adaptive behaviors utilized by Black students. Other 
researchers investigated the utilization or under¬ 
utilization of mental health services by Black students on 
White campuses. The general assumption was that if Black 
students experienced problems, then they should take 
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advantage of services on campus designed to assist with 
their transitions on campus. Finally, some researchers 
redirected their investigations away from deficits within 
the Black student to a student-environment fit model in 
which characteristics of the campus environment and the 
person were compared. The next section will address what 
happens once Black students arrive on campus. 
Bssearch on what Happens to Black Students 
Socially and Academically 
Fleming (1981) offers evidence that social isolation 
constitutes a serious problem for many Black students on 
White campuses, and that the climate of the White 
environment may serve to initiate anxieties for some Black 
students, and interfere with their normal developmental 
quest for competence. A great deal of Black students' 
energies appear to be diverted from academics to self 
assertion in the face of an unresponsive and hostile 
environment. 
Fleming (1984) conducted a comparative study of Black 
freshmen and seniors in 15 institutions in order to 
determine their success in Black and White colleges. She 
found a connection between intellectual and social issues 
for Black students and that they were more likely to 
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show evidence of thwarted intellectual development and some 
even indicated intellectual deterioration at White schools. 
She concluded that academic achievement is the one area in 
which White schools do not, or cannot support the 
development of Blacks. Specifically, Black students 
demonstrated stagnation of competitive ambition, "choking 
phenomenon" on standardized and other tests, and "emotional 
flooding," which keeps them from doing their best at 
predominantly White schools. 
When research on Blacks attending predominantly White 
colleges first appeared in the literature, one question 
gained much attention: how were Black students faring 
academically in institutions which were once racially 
exclusionary? Even though some Blacks at predominantly 
White colleges do adjust with ease and are academically 
successful, the literature emphasizes that many of these 
students don't achieve as well as their White counterparts 
(Boyd, 1974, DiCesare et al., 1972; Walton, 1979; Webster, 
Sedlacek, & Miyares, 1979; Wheatfall, 1983; Willie & 
McCord, 1973) . 
Bowles & DeCosta (1971) found that "the aspiration of 
Blacks entering college are high, and their motivation is 
strong; however, their achievement falls short of their 
aspiration" (p. 82). Black students look different from 
Whites upon admission to college. On the average, Black 
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students' parents had fewer years of education, earned 
less, and worked at lower status jobs than was true for 
their White classmates (Bayer & Boruch, 1969). Black 
students also scored lower on college boards and came from 
less academically strong high schools (Institute for the 
Study of Educational Opportunity, 1976). 
In order to accommodate these issues, compensatory 
programs for high risk" students were developed at many 
predominantly White colleges. Egerton's (1969) survey 
demonstrated that universities which had recently 
inaugurated programs for high-risk students not meeting the 
traditional admissions criteria, could feel confident that 
Black students could survive in college with proper 
tutorial or support services made available to those who 
needed it. 
Long-established admissions procedures became more 
flexible as certain specified high school course 
requirements were dropped, admission test scores were 
interpreted differently, and there was an increased concern 
about so-called "non-intellectual factors" that might be 
used to predict college success (Crossland, 1971, 
p. 84-85). 
Willie & Levy (1972) reported on the experience of 
Black students at White colleges as "a story of hope, 
frustration and disillusionment, of individual and 
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institutional racism, and of defensive separatism" (p. 50) 
They felt that Black students resorted to separatism in 
reaction to the stresses of being on a White campus, in 
their study, 150 Black and 200 White students were surveyed 
in 1969 and 1970 on the campuses of four predominantly 
White colleges in upstate New York. Their research 
uncovered evidence that even though there is an increased 
enrollment of Black students on White campuses and 
interactions between the races have increased, "trust and 
confidence between the races appears to decrease" (p. 50) . 
Black students were increasingly turning to each other 
since they felt that support from Whites was not 
dependable. Almost half (43%) reported that they had not 
been in a racially-mixed social group in the six months 
preceding the survey. Three-fourths stated that they 
rarely participated in interracial parties. Nearly 
three-fourths (73%) of the Black students reported that 
almost all of their closest friends were Black. These 
authors emphasized that nearly all Blacks on White campuses 
often feel isolated and confined, but that it is the Black 
women who feel it most heavily. For instance, their study 
indicated that Black women do less interracial dating than 
members of any of the other groups studied, whereas Black 
men do more interracial dating than any other group. Other 
authors have discovered similar, and rather consistent 
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findings regarding social lives, and satisfaction of Black 
students on white campuses, including studies carried out 
by Bennett (1984), Fleming (1981), Hare (1969), Rutledge 
(1984), and Wesley & Abston (1983). 
Williams & Lyons (1972) confirmed the notion that the 
increasing numbers of Black students on predominantly White 
campuses resulted in a number of social concerns that did 
not exist before. Many Black students chose to withdraw 
from the college scene completely. Social frustration 
often led to poor performance in the classroom which served 
as an excuse for the student to withdraw. "Experience 
suggests that often this lack of success socially creates a 
climate of self-deterioration which is viewed as poor 
academic performance" (p. 63). 
Willie & McCord (1972) carried out a major study 
investigating the experiences of Black students on four 
predominantly White colleges. Even though this study was 
conducted during the 1969-70 school year, it was quite 
different from others dealing with the topic because of the 
different data-collection techniques utilized by the 
researchers. These techniques included the following: (1) 
interviews with Black students, (2) a survey completed by 
Black and White students, (3) scheduled forums conducted by 
Elack students about their issues (4) information gained 
about the types of activities attended by Black students, 
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and (5) interviews with the Black advisor on each campus. 
The issues most concerning Black students were: white 
racism, social life, political action, housing, and Black 
studies. 
Smith's (1980) study attempts to answer the question 
of what happens to Black students once they matriculate at 
predominantly White campuses by investigating the following 
aspects of campus life: (1) the social milieu, (2) the 
academic milieu, (3) race relations, and (4) relations with 
Black faculty and administrators. Statements from the 
students regarding their social interactions indicated that 
"they feel depressed, lonely and alienated" (p. 6). 
Students felt that serious racial tensions existed on their 
campuses and they were actively involved in communicating 
demands to university administrators and state education 
officials. This type of protest served to isolate Black 
students even more from the mainstream of campus life. 
Smith also reported that Black students at all the schools 
appeared to associate primarily with other Black students. 
The "Black table" was visible at all the schools, and 
living arrangements followed the same pattern. This 
"grouping together" may not be the choice of many Black 
students who view this pattern as a necessity in order to 
cope in a hostile environment which seems to find it 
difficult accepting their differences. 
Smith's investigation went further by asking Black 
students. Black faculty and administrators, and White 
faculty and administrators the same questions about their 
perceptions of major barriers to admission and retention of 
Black students on predominantly White campuses. For 
instance, when these groups were asked if feelings of 
alienation and loneliness served as a barrier to retention 
of Black students, 92% of the Black students agreed and 96% 
of Black faculty agreed, while 74% of White faculty 
agreed. When asked if poor social relations affects the 
retention of Black students, 70% of Black students agreed, 
59% of Black faculty agreed, and only 36% White faculty 
agreed. The entire questionnaire indicated strong 
discrepancies between what Black students and faculty 
agreed were problems and what White faculty agreed with. 
Fleming (1981) compared Blacks at historically Black 
colleges and Black students at predominantly White 
colleges. Her research presented clear evidence that 
social isolation constitutes a serious problem for many 
Black students on White campuses (p. 308). She translated 
her findings in relation to Eriksonian theory (Erikson, 
1965) as it discussed the transitional period between 
childhood and adulthood known as adolescence. It is during 
this phase that the young person begins to establish an 
identity, intimacy and a sense of social solidarity. 
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Therefore, her findings suggest that White campuses 
frustrate the natural developmental needs during 
adolescence for interpersonal sharing (Boyd, 1974; 
Hedegard & Brown, 1969; Institute for Higher Education 
Opportunity, 1970; Willie & McCord, 1973). 
Even though participation in one's own group (i.e. 
Black separatism) could serve to facilitate identity 
resolution, it is suggested that "minority students are 
prone to identity disorders and that the social atmosphere, 
whether one of acceptance or rejection plays an important 
part in the developmental process at this stage of 
development" (p. 309). Fleming's data concluded that 
college years are not the best years for Black students on 
predominantly White campuses, especially compared to the 
sample of Black students on Black campuses. Such findings 
confirm the notion that the transition from adolescence to 
adulthood is indeed a critical period. 
Dejoie (1983) outlines some of the psychological, 
cultural, social, financial and academic conditions which 
negatively affect Black students at White colleges and 
universities. She notes that special programs designed to 
assist Blacks and their transitions on White campuses have 
been cut and financial assistance, which is the onl^ means 
for many Black students to attend college, is drying up. 
Black students are becoming discouraged by these changes. 
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"Biased Curricula," according to Dejoie, is the 
exclusion of Black subject matter as an integral part of 
the whole curriculum. This omission of Black culture and 
values can be especially demoralizing to Black students at 
White schools, as it contributes to their alienation on 
campus. Dejoie sees the Black student as a victim of 
psychological warfare in that the mindset of many Whites is 
that "they" are here in "our" university because of "our" 
generosity, and that Blacks have less intellectual ability 
than their White counterparts (p. 37). 
Allen, Bobo, & Fleuranges (1984) discuss the results 
of a survey of characteristics, and social and academic 
experiences of Black undergraduate students on eight 
predominantly White state college campuses. The data 
suggest that the students felt a certain "tenuousness" 
in their position on campus. For instance, Black students 
evaluated interactions with Blacks on campus as very 
positive, felt that there were not enough Blacks in any 
role on campus, and felt that Blacks were not fully a part 
of campus life. These authors concluded that these 
feelings probably account for the just-above average 
academic performance of a student group that survey results 
showed to be ambitious, committed, and equipped with sound 
college preparation. Furthermore, they suggest that 
universities must expand or even begin to develop 
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efforts to bring in Black faculty, staff, and students, and 
beke more steps to address Black students' experiences 
of estrangement. 
There is a large body of literature about Black youth 
and their educational achievement. Many scholars feel that 
one of the biases in research which tries to predict 
academic success among Black youth is that it focuses upon 
identifying traditional academic predictors of performance 
such as high school GPA and SAT scores, and scores on other 
standard tests (DiCesare et al., 1972; Epps, 1969; Hayes & 
Franks, 1975; Jorgensen, 1978; Rosenthal & Jacobsen, 1968; 
Stanley, 1971; Thomas & Stanley, 1969). A number of 
researchers (Clark & Plotkin, 1964; Cleary, 1968, Green & 
Farauhar, 1965; Pfeifer & Sedlacek, 1970, 1974) refute this 
methodology and present evidence that these traditional 
measures are not adequate for predicting the achievement of 
Black youth. They suggest that higher education should 
also examine non-academic predictors of educational 
attainment. 
Brookover, Thomas, & Patterson (1967); Epps (1969); 
Franklin (1963); and Rosenthal & Jacobsen (1968); have 
studied non—academic predictors of achievement and present 
evidence that aspirations, expectations, self-concept of 
ability, sense of control over outcomes, and others 
expectations are related to academic performance. As 
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well, Lao (1970) and Jorgensen (1978) reported data to 
substantiate the idea that the behavior and performance of 
Blacks is closely linked to "control ideology." That is, 
Black students are more likely than Whites to make 
distinctions between what works for people in general in 
this society and what works for them individually (Burlew, 
1979). 
If low morale in higher education among Blacks in 
predominantly White universities is rampant and consistent 
(Dejoie, 1983), and Black students do not achieve as well 
as their aspirational levels predict, then how do Black 
students cope with this dilemma? One classic explanation 
comes from Pettigrew (1964). He attempts to explain 
Blacks' mode of response and adaptation to perceived or 
actual oppression by the dominant White society. He 
theorized that Blacks would either express: 
1. movement toward the oppressor; 
2. movement away from the oppressor; or 
3. movement against the oppressor. 
In other words, Blacks who moved toward Whites desired 
integration into the mainstream of American society. Those 
who withdrew or desired no contact with Whites were seen as 
moving away, while those who expressed their hostility 
through aggressive actions were seen to be moving against 
Whites. 
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The one drawback of such an analysis is that it attempts to 
understand the concerns expressed by Blacks based on the 
"normality" of Whites and the "deviance" of Blacks. 
Despite this fact, Pettigrew's attempt to explain Blacks 
mode of adaptation was a model utilized by many other 
researchers who wanted to explain such complaints as 
loneliness, alienation, aggression and psychosomatic 
complaints of Black students on campus. 
Wilcox (cited in Barbarin, 1976) developed a model of 
coping which had greater applicability to Black students on 
predominantly White campuses. His definition of positive 
coping includes the following components: 
1. Awareness that society is hostile towards Blacks. 
2. Resistance to attempts by the larger society 
towards complete acculturation. 
3. Ability to deal with those in White power 
structures even if from a position of presumed 
powerlessness. 
4. Refusal to be abused or to abuse. 
5. Active involvement in controlling one's own 
destinies (personal control). 
This model suggests that self esteem and feelings of 
personal control over one's life, combined with the 
realization of the attitude of benign neglect or active 
hostility on the part of powerful others who also control 
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one's life, is the crucial balance which must be struck by 
the competently functioning Black student. 
Gibbs (1974) reported four modes of adaptation of 
Black students to a predominantly White college community: 
withdrawal, separation, assimilation, and affirmation, she 
stressed that it is important to know these patterns since 
counselors and administrators could anticipate problems as 
they develop, identify Black students who are at risk, and 
understand adaptive coping strategies used by some Blacks. 
In her study, Gibbs surveyed the case record of all Black 
students who obtained counseling at Stanford University's 
Mental Health Clinic, 1969-1972, to determine the 
proportion who presented complaints or symptoms of identity 
conflicts, or stress attributed to cultural adaptation. 
The major purpose was to determine the types of responses 
Black students who came for counseling employed in coping 
with their identity conflicts, and to ascertain whether or 
not certain patterns of responses were related to specific 
social and psychological characteristics. 
It was discovered that 41 (22 females and 19 males) 
out of a total of 87 Black students who received mental 
health services fit that category. The variables used to 
analyze the data were defined as: (1) socioeconomic 
status; (2) high school integration; (3) ability to handle 
academic tasks; and (4) feelings of self-adequacy. 
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The mode of withdrawal, (characterized by apathy, 
depression, feelings of hopelessness, alienation and 
depersonalization) , was the predominant mode exhibited by 
these students (21 students showed these patterns). That 
was true regardless of the students' socioeconomic class, 
previous high school integration, or ability to handle 
academic tasks. When the students were rated according to 
feelings of self-adequacy, 60% of those who felt inadequate 
were in the withdrawal category, while 70% of those who 
felt adequate were in the affirmation category. The 
students chose affirmation, (characterized by self¬ 
acceptance, positive ethnic identity, as well as an 
inability to live up to one's own expectations), as their 
second most frequent mode. 
Assimilation (characterized by social anxiety, desire 
for acceptance and approval, compensatory overachievement, 
and heightened sensitivity concerning ethnic references and 
cues) was the third most frequently cited mode. While 
there were no assimilationists or affirmationists among the 
lowest class category, there were no separationists among 
the highest class students. The mode of separation 
(characterized by anger, hostility, conflicts in 
interpersonal relationships, and rejection of Whites) was 
displayed by five students. Among the students who chose 
the separationist mode of adapting were two students 
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involved in assaultive behavior, and three who were 
involved in militant protest activities which caused 
property damage on campus. The mode of affirmation is 
characterized by self-acceptance, positive ethnic identity, 
high achievement motivation, and autonomous 
se1f—actua1izing behavior in the student. 
Gibbs ended her analysis by stating that "since with¬ 
drawal is the most maladaptive mode in terms of the 
students' ability to cope with the college environment, it 
is important to discover those factors that might 
exacerbate or diminish its development" (p. 738). 
Marilyn Lineberger (1985) compared the life stressors 
and coping strategies of two groups of Black college 
students — those attending a Black institution versus 
those attending a White institution. A total of 100 Black 
college students participated in the study, split between 
the schools. Several inventories were administered, 
including an Information Data Sheet, The Rathus Assertive¬ 
ness Schedule, The Life Experiences Survey, and The Coping 
Strategy Checklist (CSC). The CSC consists of a list of 
frequently occurring behaviors one might engage in when 
confronted with a stressor. 
The author found that Black students attending a 
predominantly Black institution were somewhat less 
assertive, had encountered fewer stressful life events in 
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the past year, and viewed the events encountered as more 
positive than negative. The students attending a 
predominantly White institution were more assertive, yet 
encountered more stressful life events and perceived these 
events as primarily negative in nature. For both samples, 
listening to music, sleeping, talking to someone, praying, 
and exercising were among the most frequently utilized 
coping strategies. 
Lineberger's findings suggest that a wider range of 
coping skills for Blacks at predominantly White colleges 
would be advantageous, considering their concerns. Some 
potential strategies, including teaching stress management 
and problem-solving techniques, were suggested. 
Barbarin (1976) carried out a pilot research project 
in which he looked at a number of dimensions relevant to 
adaptive behavior in Black and White students, assessed 
several dimensions of the university environment, and 
documented ways specific environmental dimensions were 
related to patterns of adaptation. Forty-four Black and 56 
White undergraduate students from the University of 
Maryland participated in the study. The students attended 
a group session in which they completed the Tennessee 
Self-Concept Scale, Van Slaumbrock System Control Scale, 
the Levinson I-E Scale, the Social Climate Scale, and the 
Coping Skills Measure. 
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Barbarin found a significant correlation between self 
concept and feedback for Blacks. That is, the more 
negatively one is viewed by the environment, the more 
negatively one tends to perceive oneself. Black students 
tended to feel that when the environment portrayed negative 
images of them, they had less control over things that 
occurred in their lives. Neither of those findings held up 
for Whites. Barbarin also noted that Black students 
experienced racism, hostility, and alienation in the 
environment, independent of the quality of feedback they 
received. 
Barbarin concluded that Black students who displayed 
the most adaptive behavior tended to be those who were 
simultaneously high on belief about self efficacy, and were 
convinced that powerful others also exercised control over 
their lives (see also DiCesare et al., 1972). These 
findings suggest that the focus of attempts to increase 
problem solving should be to enhance the level of Black 
students' self esteem and their perception of the college 
environment. The informal support networks that exist 
among Black students should be strengthened as well. 
In a recent article entitled "Black Students at White 
Colleges: Learning to Cope", (Ebonv. 1985, March) it was 
reported that Black students attending White colleges are 
still wrestling with feelings of isolation and other 
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concerns, but many are finding ways to cope and turn their 
college experiences into positive and meaningful ones. 
These students share problems which have been around for 
many years, but they also share "a spirit of survival, of 
achieving in an environment which can sometimes make them 
feel isolated, and are making the college they choose fit 
them" (p. 118) . 
Coping methods utilized by students in this article 
included: going up to the few Blacks in class to introduce 
oneself, membership in Black sororities and fraternities, 
supporting Black radio stations and cultural programs on 
campus, forming mentor groups that pair freshmen and 
upperclass students, and seeking out Black faculty and 
administrative or staff people on campus. 
In summary, studies investigating the academic and 
social experiences of Black students at predominantly White 
colleges, generally conclude that Black students' energies 
appear to be diverted from academics to self-assertion and 
blame in the face of an unresponsive and hostile 
environment. Much emphasis was placed upon statements made 
by Black students on campus. Black students were compared 
with White students, with other minority students on 
campus, and with Black students at historically Black 
colleges. Researchers stated that Black students on 
predominantly White campuses demonstrated stagnation of 
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competitive ambition compared to Black students at 
historically Black colleges, in general, the themes of 
loneliness, alienation, estrangement and distance from the 
White campus emerged. The next section will discuss 
research which defines the meaning of alienation as it 
relates to Black students on predominantly white campuses. 
E&gfi.arch on Black Student Alienation at 
£jredominantlv White Colleges 
Even though much of the literature addressing the 
unsuccessful matriculation of Black students on 
predominantly White campuses points to academic factors to 
account for the difference in outcomes between Black and 
White students, many others (Astin, 1977; Babbit, Eurbach & 
Thompson, 1982; Bennett, 1984; Burbach, 1972; Burbach & 
Thornspon, 1971, 1973; Cortina, 1980; Godard, 1969) suggest 
that socio-psychological factors, such as alienation, play 
an important role. Because alienation is a term used so 
frequently by researchers, an examination of the 
definitions which can be related to Black college students 
on predominantly White campuses will be presented next. 
White (1974) defines alienation as "withdrawal or 
diversion of association within the university" (p. 4). 
She viewed alienation as existing when two sets of people 
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from two sharply contrasting cultural backgrounds have both 
psychological and physical barriers between them, despite 
the fact that they occupy the same space and time. The 
resulting behavior involves unfriendliness, or negativism 
and indifference to elements in the system. White 
described two specific kinds of alienation: social and 
academic. Social alienation is defined as the high 
expectancy that social relations at the university will be 
unrewarding or irrelevant. Academic alienation is defined 
as the high expectancy that faculty use fraudulent and 
unethical means in their relationships with Black students. 
Hajda (1961) views alienation as an individual's 
feeling of uneasiness or discomfort. It involves 
perceptions of unwelcome gestures and exclusion by others. 
Other researchers developed definitions of alienation 
based on the conclusion that it is not a simple unitary 
dimension, but that alienation consists of component parts 
in relation to various forces in an individual's life. 
Seeman (1959) , divides alienation into five component 
parts: powerlessness, meaninglessness, normlessness, 
isolation, and self-estrangement. Powerlessness is "the 
expectancy or probability held by the individual that his 
own behavior cannot determine the occurrence of the out¬ 
comes, or reinforcements, he seeks" (p. 784) . Meaningless¬ 
ness is perceived as a condition by which the individual 
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is unclear as to what he ought to believe when the 
individual's minimal standards for clarity in making 
decisions are not met. Seeman operationalizes this 
definition to be a "low expectancy that satisfactory pre¬ 
dictions about future outcomes of behavior can be made" (p. 
786). Normlessness is based on Durkheim's description of 
"anomie" according to Seeman. it is defined as "the high 
expectancy that socially unapproved behaviors are required 
to achieve given goals" (p. 787). Isolated persons are 
"those who assign low reward value to goals or beliefs that 
are typically highly valued in the given society" (p. 788). 
Finally, Seeman defines self-estrangement as "a mode of 
experience in which the person experiences himself as 
alien, or estranged from self" (p. 789). 
Dean (1961) divides alienation into powerlessness, 
normlessness, and social isolation. The first two terms 
Dean defines in the same way as does Seeman. However, Dean 
defines social isolation as a feeling by an individual of 
being apart from the group, and separated from the groups 
standards. 
Middleton (1963) seems to have developed the most 
comprehensive definition of alienation by dividing it into 
the following components: powerlessness, meaninglessness, 
normlessness, cultural estrangement, social estrangement, 
and estrangement from work. His first components, 
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powerlessness, meaninglessness, and normlessness require no 
further definition as their meaning is similar to the ones 
given above. His definition of cultural estrangement is 
synonymous with Seeman's isolation as it reflects the lack 
of acceptance of popular or mass culture. His definition 
of social estrangement is similar to Dean's social 
isolation, emphasizing a feeling of loneliness. Middletown 
concludes that the feeling of loneliness is a crucial 
component of alienation. 
White (1974) states that alienation varies in its 
scope and intensity. It could be a sporadic feeling 
arising from specific encounters and events, or it could be 
a continuous and sometimes intense feeling perpetuated by 
the individual's self-concept, others' view of him/her, 
etc. Simply stated, White suggests that alienation cannot 
be understood apart from its opposite, i.e., "the feeling 
of belonging, sharing, or participation which follows from 
the individual's inclusion or integration into social 
groups" (p. 21). 
Astin (1977) indicated that Black militancy and White 
backlash may have served to encourage strong feelings of 
alienation among Black students attending predominantly 
White campuses. He feels that such feelings of alienation 
may prompt Black students drop out prematurely or cause 
them to be forced out due to poor grades. 
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Peterson & Rodrigues (1978) reported that Black 
students viewed the university activities as being geared 
to White students. Their findings suggest that this 
resulted in feelings of anger, frustration, alienation, and 
helplessness among minority students. 
Holian (1972) investigated alienation as it relates to 
information about the university one attends. He developed 
Likert type items for a student alienation instrument 
dealing with the components of powerlessness, normlessness, 
meaninglessness, social isolation, instrumentalism (defined 
as the feeling that students are treated as things rather 
than as people), estrangement from college, and a number of 
other measures. The results indicated that correlations 
between alienation from the university and alienation from 
mass society were generally high, as were the correlations 
between knowledge of the university and political 
knowledge. The data suggest that a generalized 
relationship may exist between certain types of alienation, 
constituting a kind of world view, and learning about one's 
campus and political environment. 
Suen (1983) studied Black student alienation on a 
predominantly White campus. The University Alienation 
Scale was used to measure alienation of college students 
from a university environment. The scores showed that 
Blacks scored higher on all measures of alienation, 
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as well as on the total scale. Suen found that the most 
important contributor to the total score was Black 
student s significantly higher level of social 
estrangement. Furthermore, Black students were noted to 
drop out at a significantly higher rate than did Whites. 
Bennett (1984) developed a conceptual model of Black 
student attrition in which she indicated that a number of 
variables affect student's academic achievement and 
personal development in college. The one college 
experience of interest to this study was defined by Bennett 
as "transitional trauma." This concept is defined as the 
level of alienation faced by students in unfamiliar or 
uncomfortable surroundings. Bennett indicated that 
minority students experienced more alienation than majority 
students due to prejudice and discrimination on the part of 
students and faculty. 
Allen (1981) presented a causal modeling framework 
(see Figure 1) to identify factors that influence Black 
students' adjustment, achievement, and aspirations at the 
University of North Carolina, Chapel Hill. This study was 
a comparison of a previous study of Black students at the 
same university. The earlier study indicated that Black 
students were dissatisfied with their overall educational 
experience, and doing less well academically. The purpose 
of Allen's new study was to determine if the conditions 
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persisted at the University. Figure 1 shows causality 
flowing from left to right. The fifth column is an area of 
specific interest for this research in that it considers 
student subjective states, such as feelings of academic 
anxiety and alienation. 
One hundred thirty-five Black students participated in 
Allen s research. it was discovered that pronounced 
feelings of alienation and academic anxiety are generally 
detrimental' to Black student adjustment, achievement and 
aspirations. Specifically, Allen reported that alienation 
is greater among students having better educated siblings, 
higher high school grades, more years in two-parent 
families and more academic anxiety. Lowest alienation was 
discovered among students who had a more positive evalua¬ 
tion of campus race relations and college support of Black 
students. Contrary to popular belief, alienation did not 
increase among students who were involved in Black support 
networks, even though he discovered that there is a ten¬ 
dency among students with negative views of race relation 
and negative feelings about professors to become more 
involved in Black support groups. Allen concluded that it 
is not known whether poor academic performance precipitated 
or arose from dissatisfaction, anxiety, and alienation on 
campus. What is known is that together, those factors can, 
and often do, result in student failure. 
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Claerbaut (1978) investigated eight predominantly 
White universities in the Midwest in order to understand 
Black students levels of alienation on these campuses. 
His major concern was with Black students at small liberal 
arts colleges. The Middleton Alienation Scale was used as 
the measure for the dependent variables. It consists of 
six components (powerlessness, meaninglessness, 
normlessness, cultural estrangement, social estrangement, 
estrangement from work) with which the respondent agrees or 
disagrees. Agreement with the scale indicated different 
levels of alienation (p. 48). 
In general, Claerbaut found uniformity between the 
sexes in terms of agreement or disagreement with each of 
the six components of alienation. Black students in this 
study showed partial alienation, based on responses to the 
Middleton Scale. Their general profile did not include a 
great deal of meaninglessness, powerlessness, cultural, or 
social estrangement, but Black students demonstrated 
estrangement from their work and normlessness. Estrange¬ 
ment from work indicates that these students are in college 
for the long-term goals which can be reached, especially 
since the academic atmosphere had not succeeded in 
stimulating intrinsic interest in the various subject 
matters. Claerbaut concluded that "the White-dominated 
academic subculture is apparently too alien to these Black 
56 
students for them to feel fully attuned to it" (p. 57). 
Normlessness means that students feel that the normative 
road to success is riddled with too many barriers to 
realistically expect to succeed by following the rules, in 
other words, these students felt that the American dream 
was not fully operative for them, since the system had not 
worked for them. 
Oliver et al. (1985) carried out research in order to 
explcrre why minority students graduate less often than 
majority students on predominantly White campuses. Their 
study examined the academic and social experiences of 
Chicano and Black students at UCLA. The analysis explored 
differences in social backgrounds, high school and college 
experiences, and the relationship between those factors and 
college adjustment and achievement (GPA). Sixty-three 
Chicano and 75 Black students participated in this study. 
Among Chicanos, alienation and the source of financial 
aid were the only two variables which had noteworthy 
effects on academic performance. The least alienated 
Chicano students and those who received grants and aid from 
the university achieved higher grades. In reference to 
social class variables, it was discovered that students 
with fathers who were highly educated and from upper status 
backgrounds are more likely to earn high grades than 
students with fathers who have little education. 
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A picture emerged when it came to 
contrasting data on Black students. For instance, Black 
social background was discovered to be very weakly related 
to university academic performance, with only the mother's 
education and high school grades having significant 
effects. in reference to adjustment. Black students who 
have access to a role model in the family are generally 
less alienated than those who do not. Additionally, Blacks 
who were involved in university networks were less 
alienated. A general conclusion can be drawn: Black 
students are more likely than Chicanos to feel alienated 
and perform poorly, and social class makes no difference in 
these outcomes for Blacks. 
Babbit (1971) investigated the attitudes of Black 
students at three predominantly White state universities. 
This study specifically examined whether Black students 
experienced alienation and perceived social control within 
the university system. The measure of alienation consisted 
of 24 items that investigated powerlessness, social isola¬ 
tion and meaninglessness. The data revealed that Black 
students were more alienated from the system and perceived 
that they were being controlled by a system that was 
uncaring than WThite students. 
In summary, alienation, a multi—dimensional concept, 
is thought to be a dominant theme in the experiences of 
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Black students on predominantly Whites campuses today. 
Past and recent research comparing Black students with 
other students on campus tends to agree that Black students 
express more alienation and feelings of isolation than any 
other student group studied, in this section, alien¬ 
ation was defined by a number of researchers, in an effort 
to understand the concept in relations to Black students on 
White campuses. in general, alienation includes the 
following: powerlessness, normlessness, and social 
isolation. Some suggest that a generalized relationship 
may exist between certain types of alienation and the level 
of adjustment experienced by Black students. Overall, 
these studies focused attention specifically on alienation, 
an area virtually ignored in the past. 
Integrated Summary of Research: 
SQgj.aJ._.Ch^ng.e.s_Qver Time 
Researchers investigating Black students on 
predominantly White campuses contend that Blacks are 
experiencing feelings of alienation with reference to the 
society at large, and the White university environment. 
Shingles (1979) notes that the depth of alienation 
experienced by college—educated Blacks and Black students 
in college is even greater than the alienation experienced 
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by Blacks who have not gone to college. He explains that 
to be well-educated from a middle-class White background is 
to be quite fortunate (having available a wide range of 
opportunities and the ability to obtain them in an open and 
prosperous society). To be well-educated and Black is to 
realize that for one's own group, society is actually less 
open than many would like to believe, and that society 
has a history of systematic exclusion of Black Americans 
(i.e. widespread and pervasive racism in the U.S., and the 
deprivation of Blacks relative to Whites). 
Despite the fact that a host of positive changes have 
occurred for Blacks in higher education, some problems have 
not disappeared. This study compares two specific time 
periods in order to provide insight into whether there will 
be changes in Black student alienation in the 1970's and 
1980's. This question can only be understood within the 
context of U.S. race relations and the intimate 
relationship which exists between America's educational 
system and the larger society. A look at the social 
climate of each time period, and a search for what the 
literature says about Black student alienation during each 
period provides a point of contrast for understanding the 
major premise of this study. This review will assist us in 
understanding how Black students express feelings of 
alienation in each time period. 
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The early 1970's was a time of progress and change 
for Blacks at predominantly white colleges. After the 
assassination of Dr. Martin Luther King, Jr., in 1968, many 
White colleges instituted programs to recruit larger 
numbers of Black students. 
The Black students who entered White colleges in the 
late 1960's and early 1970's came from a generation of 
marchers. Entering on the heels of the 1950's legislation 
which dismantled legal barriers to equal education, and the 
Civil Rights movement. Black students came to White 
colleges with high expectations of success and belief in 
equality of educational opportunity. 
However, the mass entrance of Black students on 
predominantly White campuses was plagued with issues that 
needed to be addressed. Black students came from poorer 
families, often held outside jobs in addition to attending 
college, and needed more financial assistance than White 
students (Bayer & Boruch, 1969; Centra, 1970; & Crossland, 
1971). Black students, on the average, had considerably 
lower academic and standardized test scores than White 
students (Astin, 1969; Bayer & Boruch, 1969; Kendrick, 
1968) . 
Black students in the 1970's also expressed dismay 
with White schools and presented administrators with 
demands based upon their frustration with life on campus. 
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Black students are no different from other students in 
their need for recognition by their peers. However, the 
White campus made it more difficult for Black students to 
satisfy the need for personal esteem and self-pride 
(Harper, 1975). The Anglocentric curriculum and culture, 
denial of entrance to White sororities and fraternities, 
and lack of participation in other extra-curricular 
activities, caused Black students to seek their own 
organizations like Black Students Unions, Black campus 
theater and drama groups, and Black residence halls. 
Black student concerns often reflected the inequities 
and the oppression of the White world surrounding the 
university. They usually demanded: (1) elimination of 
institutional racism; (2) recruitment of Black students to 
equal their proportion in the college-age population; (3) 
recruitment of Black faculty and administrators; (4) 
autonomous Black studies programs; and (5) social 
separation in housing and/or social-cultural centers 
(Wisdom & Shaw, 1969). 
The early literature on the entrance of Black students 
to White campuses pointed to their feelings of alienation 
and isolation on campus (Boyd, 1974; DiCesare et al., 1972; 
Hare, 1969; Hartnett, 1970; Keith, 1972; Middleton, 1963; 
Rosser, 1972; White, 1974). Pruitt (1970) noted that Black 
students tried to overcome stereotypes on White campuses by 
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acting in ways that were more acceptable to Whites, other 
Blacks either withdrew, or became hostile and aggressive. 
Burbach & Thompson (1971) administered the Dean 
Alienation Scale to Black, White, and Puerto Rican students 
at a northeastern urban university. Black students scored 
significantly higher than other groups on total alienation, 
higher than Whites on the subscales of powerlessness and 
normlessness, and higher than the Puerto Rican students on 
social isolation. 
Willie & McCord (1972) found that racism was a primary 
cause of stress and Black separatism among Black students. 
Black males appeared to fare much better than Black females 
socially, having more freedom in dating, resulting in Black 
females feeling lonely and frustrated. Willie & Levy 
(1972) stated that while nearly all Blacks on White 
campuses often feel isolated and confined, it is the Black 
women who feel it most heavily. They found that Black 
women did less interracial dating than Black men. Sex 
differences will be investigated in this study since 
researchers continue to note male/female differences in 
alienation on White campuses (Fleming, 1984). This 
examination, along with the previous literature review, 
provides evidence that Black students on predominantly 
White campuses indeed felt alienated and separated on these 
campuses. 
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The mid-to-late 1970's continued to provide studies 
which indicated Black student alienation on predominantly 
White campuses. Britts (1975), in his investigation of 
Black students at the University of Minnesota, stated that 
a high percentage of Black students said that the majority 
students were unfriendly, and campus life was a cold, hard, 
businesslike existence. For them, the social give-and-take 
between human beings was absent. Something in the 
situation or in the minds of these students caused this 
alienation" (p. Ill). 
The Institute for The Study of Educational Policy 
(1976) reported that "the negative attitudes of White 
students and faculty, combined with the problems of 
adjusting to campuses of different racial compositions 
affected Elack students' decisions to enroll or remain" 
(p. 164) . They noted that Black students did not find the 
White colleges friendly or warm institutions. Rather, 
these students had to try and cope with and to function 
adequately within indifferent and sometimes hostile 
environments, which caused alienation and loneliness. 
Others have agreed with this analysis (Axtel & Coad, 1979; 
Claerbaut, 1976, 1978). Researchers continued to report 
such findings even though the racial climate had improved 
markedly. To many concerned about Black student success on 
White campuses, progress was agonizingly slow. 
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The 1960's and the 1980's are two entirely different 
time periods for Black students on predominantly White 
campuses. Gone are the days when the federal government 
had to use marshals to assure the safety of Black students 
on White campuses. In 1984, the most recent year that the 
figures are available, four of every five Black students 
attended predominantly White colleges (College Entrance 
Examination Board, 1985). Black students were once 
actively recruited by the very schools that resisted 
enrolling their parents. Today, many schools are dropping 
or planning to drop their minority recruitment admissions 
programs. Times have changed, and efforts to enroll larger 
numbers of Black students on predominantly White campuses 
has waned. So what about Black student alienation on 
predominantly White colleges in the 1980's? 
"Even though predominantly White institutions often 
provide Blacks with special cultural, academic, and social 
programs, the students still face situations, and subtle 
forms of discrimination, that leave them wondering whether 
they really belong" (Evans, 1986). Evans (1985) emphasized 
that educational gains made by Black students during the 
1960's and 1970's have been eroding during the last ten 
years, and are now endangered by policies that threaten to 
reverse the movement toward equality, and give minorities 
the impression that society no longer cares. 
65 
The American Council on Education (1984) stated that 
there has been a shift in mood when it comes to issues 
surrounding the higher education of Blacks. By the end of 
the seventies, the civil rights momentum began to dissipate 
and progress seemed to falter. "We've gone full circle," 
says George A. Jackson, Director of Minority Student 
Affairs at Iowa State University. "The pendulum is now 
swinging back the other way" (cited in Evans, 1985, p. 15). 
Beckman (1984) (editor of the Black Student's Guide to 
C.QUlsges) notes a resurgence of racism on predominantly 
White campuses in recent years. He found a pattern of 
racial incidents in the 160 colleges and universities 
which he surveyed around the country. Civil rights leaders 
are saying that colleges across the nation simply reflect a 
nationwide growth in overt expressions of anti-Black 
sentiments. They suggest that much of the hostility can be 
traced to the traditional stirrings of ignorance, fear and 
the discomfort experienced by some Whites who have had and 
continue to maintain little social interactions with Blacks 
(Turner, 1985, p. 22). 
Educators fear that some Black students will be unable 
to effectively cope with these racial incidents and will 
have emotional and psychological problems as they attempt 
to do so. Taylor (1986) feels that a predominantly 
White campus can be a dangerous place for Blacks who may 
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be struggling with their own identities. As these Black 
students attempt to reach out for help, sufficient support 
structures may no longer be available. 
Evans (1985) notes that many colleges have cut back or 
eliminated specialized services provided for Black students 
and that the federal government's policies have swung away 
from affirmative action and civil rights initiatives of the 
1960 s and 1970's. "There seems to be a tendency on the 
part of institutions to assume that the job has been done," 
says Jeff Stetson, Dean of Faculty and Staff Affirmative 
Action for the California State University System (in 
Evans, 1985) . 
With the waning interest in civil rights issues and 
the conservative tide in America, Black student organiza¬ 
tions are struggling to maintain their existence. Educa¬ 
tional opportunity programs are being cut, few Black 
counselors or student advisors are being hired, minority 
affairs departments are being phased out and Black studies 
programs are becoming obsolete. All these changes are 
adding to the isolation and alienation experienced by Black 
students as the support structure and network of programs 
are being pulled right from under their feet. 
Black students are no longer activists, according to 
Marvalene Styles-Hughes, Director of Counseling Services at 
San Diego State University. "The times have changed 
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Black students on predominantly White colleges. in the 
1960 s and 1970's, Black students staged demonstrations to 
demand Black counselors, faculty members, and their own 
clubs and meeting places. Today, very few of these efforts 
can be found on predominantly White campuses" (cited in 
Evans, 1986, p. 16). 
The negative consequence of this change in mood, away 
from Black student support networks on predominantly White 
campuses, is that more Black students than Whites feel 
excluded from social and academic life on campus. Walter 
Allen (1981) states that overcoming feelings of abandon¬ 
ment and isolation is the worst of all the problems 
experienced by Black students on White campuses. He found 
that Black students feel alienated both socially and 
academically. Fleming (1984) confirmed this notion when 
she found that the stresses of social and racial isolation, 
for Black students on White campuses, tended to thwart 
academic development and redirect academic energies into 
non-intellectual pursuits. 
In summary, educators concerned about the adjustment 
of Black students on predominantly White campuses feel that 
despite great strides being made in the higher education of ^ 
Black Americans, many problems remain unresolved. Black 
student alienation seems to be one of the problems worth 
continued consideration. 
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The earliest literature on Black student adjustment on 
predominantly White campuses indicated that Black students 
were the most alienated on campus (Middleton, 1963). other 
studies, carried out in the late 1960's and early to late 
1970 s, confirmed those findings. Research in the 1980's, 
continues to find that Black students experience alienation 
on White campuses. 
Explanations used to account for current Black student 
alienation include: changes in mood as the civil rights 
momentum dissipated in the late 1970's, cutbacks in 
specialized services for Black students, movement away from 
affirmative action issues, and the resurgence of racism 
(Collison, 1987; Leavy, 1987). 
This study explores this issue by investigating 
alienation expressed by Black students at a major 
university in the northeast at two different points in 
time. 
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CHAPTER III 
METHODOLOGY 
In this research study, two groups of Black freshmen, 
(Group 1 = 1970, Group 2 = 1986), were compared on measures 
of alienation, aspiration, and achievement. 
This chapter discusses the various steps taken in the 
development of this project. It describes the following: 
(1) the subjects who comprised Group 1 and Group 2, (2) the 
demographic variables compared, (3) the procedures used 
with Group 1, (4) the sequence of events and procedures 
used for Group 2, (5) a discussion of the instruments 
utilized, and (6) the statistical design, including the 
hypotheses. 
This type of study lends itself to a time-lag analysis 
format in which different cohorts are studied at different 
times of measurement (Huyck & Hoyer, 1982). This study was 
designed to determine if the 1970 and 1986 groups would 
respond in the same way, or in different ways on measures 
of alienation, aspiration, and achievement. The same 
questions, and similar procedures were used in the 1986 
group as were used in the 1970 group since evidence has 
shown that even small changes in question wording can 
produce large effects on answers when you compare two 
different groups of subjects (Hogart, 1982). 
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Questionnaires and individual interviews were the 
research tools utilized in this study. This combination of 
methods has its advantages. Babbie (1973) clarifies the 
need for training a well-informed interviewer in order to 
raise the morale and interest of the interviewee. 
Same-sex, same-race interviewers were used in order to 
enhance the relationship and build rapport during the 
interview process. This is especially true when 
researching Black students who may have been constant 
targets of other research efforts, or who may be 
mistrustful about participating in research projects. 
-Subjects 
The samples from groups 1 and 2 were taken from 
participants of the Committee for the Collegiate Education 
of Black and Minority Students (CCEBMS) Program at a major 
university in the northeast. CCEBMS is an academic support 
program established to facilitate the successful education 
of minorities. The program was founded in 1968 by a group 
of concerned Black faculty interested in minority students 
gaining access, and eventual graduation from the 
university. CCEBMS provides the following services: 
assistance in the recruitment and admissions of minority 
students, involvement in a summer program for selected 
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incoming CCEBMS freshmen, academic and personal counseling, 
free tutorials, assistance with graduate and professional 
school admissions, career placement, and serves as an 
advocate for students. 
The 1970 group consisted of 185 Black students, 95 
males and 90 females. In this group, the sample size 
^iffsrs on certain variables, and in some cases the H will 
be smaller than 185. The 1986 group consisted of 97 Black 
students, 50 males and 47 females. 
Procedures for Group 1 
In the 1970 group, the respondents were interviewed 
individually in their dormitory or home for about 1-1/2 
hours by same-sex and same-race interviewers. Interviewer 
training involved two half-day sessions in which interview¬ 
ing skills and instrument familiarity took place. Role- 
playing, video-taped feedback, and individual supervision 
were techniques employed. 
One limitation is that the 1970 and the 1986 groups 
have some differences which may limit their comparisons. 
Even though all efforts were made to standardize the 
interview process, the two groups were interviewed under 
different circumstances. There is a difference in how the 
two groups arrived at the university. The 1970 group was 
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actively recruited as a major effort to bring more Black 
students to the campus. The 1986 group, however, was not 
as heavily recruited as the 1970 group and many came to the 
university on their own volition. 
nomographic variable 
The following demographic variables were compared for 
group 1 and 2: socioeconomic status. Scholastic Aptitude 
Test, and grade point average. These variables have been 
viewed as important determinants of college success. 
Socioeconomic status has been correlated with student 
attrition and has been used to explain Black students' 
academic performance. The role that social background 
actually plays in educational performance and attainment 
continues to stimulate controversy. 
Gurin & Epps (1975) noted that the relationships 
between family socioeconomic characteristics and the 
offspring's status attainments are much weaker among Black 
than among White Americans. These authors stated that one 
exception was found by Sewell & Shah (1967) , who noted that 
"the intergenerational correlation of the second 
generation's educational attainment with the head of the 
family's education is very nearly as large in the Black 
population as in the White" (p. 96). In general, however, 
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relationships between family SES characteristics and 
offspring's attainments may be weaker among Blacks than 
Whites because "family" characteristics are usually those 
of fathers. Given the higher rate of single-mother 
households among Blacks, studies of Blacks should employ 
measures of mothers' SES. Successful completion of college 
is said to be an indication of one's future social class. 
When it comes to Black students, mother's education 
seems to be more reflective of their social class. This is 
evidenced by the fact that households headed by females 
increased from 28 percent to 41 percent of all Black 
families between 1970 and 1982 (College Board, 1985), and 
also the high unemployment rate of Black males. In this 
study, mothers' education will be utilized as the index of 
social class. 
SAT scores seem to vary in their effectiveness for 
predicting the academic success of Black students, and 
cannot be used the same as predicting the college success 
for more privileged White students (Clark & Plotkin 1963). 
More recent studies, however, have indicated that Black 
students have shown improvements on SAT scores as have the 
general population. Other researchers emphasize that other 
measures should coincide with the SAT scores in order to 
understand potential academic success of Blacks. 
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Sequence Of Evpnl-p for nrmip 7 
Several meetings were held with the Director of the 
CCEBMS Program in an effort to gain support for carrying 
out research with this population. A relationship was 
developed in which the director saw the need for such a 
comparison study. Meetings were held with the entire staff 
in order to provide information regarding the rationale and 
need for such a study. The following took place: Black 
freshmen were interviewed for this study during the 
preregistration period in which all CCEBMS students were 
encouraged to meet with their academic advisors and 
complete a pre—registration package. The academic advisors 
directed the interviewer who was located in an office close 
to the pre-registration activities. The academic advisor 
gave a brief preliminary explanation of the study. 
Three forms of data collection methods were utilized: 
(1) interviewer gathered information, (2) questionnaire 
completed by the student, and (3) data from documents 
provided by the CCEBMS staff (GPA, high school rank, SAT 
scores) . The entire process was guided by the interviewer, 
and the students did not leave the interview room until the 
questionnaire was complete and they had the opportunity to 
ask questions. 
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1. Introduction to the Study: The interviewer 
explained the purpose for carrying out this study, the 
potential benefits of the students' participation in the 
study, and the students' right to withdraw consent at any 
time. The interviewer presented a permission form (see 
Appendix A) to each participant. It provided additional 
details regarding the nature, purpose and benefits of the 
study. The students were then asked to sign the form and 
include a forwarding address if they wanted the results of 
the study mailed to them. Each student received a copy of 
the consent form which included the name and school address 
of the principal researcher. 
2. Administration of Part I (see Appendix B): The 
interviewer asked the student to answer several demographic 
questions recorded on the questionnaire form. Efforts were 
made to build rapport and encourage the student to feel 
comfortable about sharing the information. 
3. Part II Questionnaire Completion (see Appendix B): 
The interviewer verbally read the instruction from part II, 
making certain that the student comprehended the 
Likert-type categories to be completed. An example was 
given to demonstrate this procedure. The student was then 
handed the questionnaire and told to complete it as quickly 
as possible. The student handed the completed question¬ 
naire to the interviewer. 
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4. Administration of Part III (see Appendix B): After 
the interviewer received the questionnaire from the 
student, part III was administered. This section included 
information about the students' socioeconomic status, 
aspirational and educational levels, and certainty about 
career aspirations. After completing this section, 
the student was thanked for participating in the study. 
5. CCEBMS provides additional data: Once all the 
interviews were completed, information on each students' 
high school rank. Scholastic Aptitude Test, and confirmed 
first semester grade point average was obtained from the 
CCEBMS staff. 
Instrumentation 
Alienation Index Inventory (AD 
The AI Inventory (Turner, 1975) is a 45-item scale 
consisting of nine five-item subscales (see Appendix C) . 
These items relates to an individuals' feelings of 
disengagement and distance with respect to different 
aspects of his/her life. This scale indicates that 
alienation is not a unitary measure and should not be 
considered as a single definition which captures an 
individuals level of alienation. The nine subscales and 
one militancy subscale are described as follows: 
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ggnerflil alienation core (Srole Anomie Scale, five 
items). Assesses the degree to which a person feels that 
the world is an unfriendly place to live in and that he/she 
is separated from it. Defines feelings of hopelessness and 
normlessness, as well as feelings of being alone and 
feelings of estrangement from the society at large. 
Self alienation core (five items). Assesses the 
degree to which the individual perceives him/herself and 
his/her behavior as ego alien. This is an indication of 
the individual's perceptions of a discrepancy between 
his/her ideal self and the way the person is at the present 
time. The individual generally feels that he/she is unable 
to fulfill their ideal self and has given up on trying to 
reach that goal. 
Alienation from family core (five items). Assesses 
the degree to which the individual perceives the family as 
making negative-to-neutral judgments about his/her behavior 
or about him/her as a person. One major issue is whether 
the individual considers him/herself as an integral part of 
the family structure. A second major issue is whether the 
individual sees the family as having values which are the 
same as his/hers. Inherent in this sentiment is whether or 
not those values are seen as being in conflict with 
his/hers. 
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Aliengtipp from peer mrP (five items). Assesses the 
degree of involvement and perception of common values 
within his/her age/peer group. 
Alienation, from community core (five items). Assesses 
the degree to which the individual perceives the community 
or neighborhood as an unfriendly place or as having values 
which are foreign to his/her own. 
Alienation from legal system (five items). Assesses 
the extent to which the individual feels that formal legal 
agencies and/or judicial systems have his/her interests and 
values in mind. This scale reflects whether the individual 
feels "picked on" by law enforcers, feels protected by the 
legal systems, or feels that agencies can meet his/her 
needs if necessary. 
Alienation from school and education core (five 
items). Assesses whether the individual sees education as 
having meaning and importance to him/her or to his/her 
future. 
Alienation from work core (five items). Assesses the 
extent to which working as such is something which the 
individual sees as positive. A second point is whether the 
individual feels that he/she will be appropriately rewarded 
for work efforts, will receive equal pay, and will receive 
a job appropriate to the qualifications and training which 
he/she has received. 
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Alienation from the White world core (Black sroie, 
five items). This scale is an adaptation of "general 
alienation" with the focus on Blacks in a White society. 
There are two issues: attitudes towards Whites and 
attitudes towards self as a Black person. 
■Black militancy (five items). Assesses the degree of 
militancy which includes separatist ideology, acceptance of 
violence as a method of seeking racial justice, and the 
rejection of hopes of equality and "justice for all" based 
on faith in the American system. 
In order to capture the feeling of alienation 
experienced by students on a White college campus, the 
instructions included asking students to answer the 
questions based upon how they currently feel. This would 
eliminate addressing students' alienation score reflecting 
prior feelings of alienation. In many cases students 
needed to clarify this point as they would ask if the 
question pertained to their current status. 
Table 1 is a presentation of the test and subtest 
reliability data. These reliability coefficients are for 
internal reliability using Cronbach's Alpha Coefficient 
with a projection for 100 items using the Spearman-Brown 
formula. These values are based on the testing of 104 
males between the ages of 16 and 22 (median age was 18). 
However, the data are relevant for both males and females. 
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Table 1 
EeUafrmty Coeffirionts for Ihz. Alienation rriP, 
and the Subtests 
Scale Reliability Coefficient 
1. General Alienation 
(Srole Anomie Scale) 
2. Self Alienation 
3. Family Alienation 
4. Peer Alienation 
5. Community Alienation 
6. Alienation from Legal Structures 
7. Alienation from School 
8. Alienation from Work 
9. Black Srole 
10. Total AI Inventory 
.97 
.93 
.95 
.97 
.83 
.92 
.98 
.89 
.98 
.93 
RQsen Achievement Scale 
This is an attitudinal scale which measures student's 
aspiration level. It consists of twelve individual items 
(see Appendix C) which were submitted to a factor analysis 
with varimax rotated factor matrix (see Appendix D). Three 
factors were related and are defined as the following: 
Rosen Factor 1, related to powerlessness and uncertainty 
regarding future attainment; Rosen Factor 2, related to a 
desire for educational attainment; and Rosen Factor 3, 
related to loyalty to parents, a drive for achievement and 
aspirational desires. Examples of statements in this 
category include: 
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1. Education and learning are more important in 
determining a person's happiness than money or what it can 
buy. 
2. It is silly for a teenager to put money into a car 
when the money could be used to get started in business or 
an education. 
Socioeconomic Status 
Black students' SES will be categorized into high and 
low, based upon the education of the students' mother. 
Those who have a high school education and less will be 
classified as low SES, and those who have some college 
training, college degrees, and professional training will 
be classified as high SES. 
Statistical Analysis 
The purpose of this section is to present the 
statistical analysis which was utilized in this study. 
The general premise upon which this study is based will be 
restated. Specific hypotheses will be listed, and the 
statistical techniques used to test each hypothesis will be 
presented. 
The .005 confidence level was utilized in order to 
determine the level of significance for the hypotheses 
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tested, with the number of subscales to be tested, it was 
felt that a conservative estimate was needed in order to 
reduce the chances of committing a Type I error. 
The general premise of this study is: 
There will be no major differences on measures of 
alienation, aspiration, and achievement between Black 
freshmen measured in 1970 and in 1986. 
Two basic questions were formulated from this premise: 
(1) Are alienation scores different in the two groups? and 
(2) Is the relationship between the variables, alienation, 
aspiration, and achievement different in the two groups? 
Analysis of the demographic data was carried out by 
the use of chi-square techniques, £-test, and other 
appropriate methods. 
The following hypotheses and statistical test were 
used in this dissertation: 
Hypothesis l 
There will be no difference in alienation between the 
1970 and 1986 groups. In order to test this hypothesis, a 
two-by-two Analysis of Variance (group and sex) was carried 
out. In addition, social class was used as another 
variable. 
83 
Hypothesis 2 
There will be no difference in aspiration levels (as 
measured by the Rosen Achievement Scale) between the two 
groups. In order to test this hypothesis, a two-by-two 
Analysis of Variance (group by sex) was carried out. 
Hypothesis 3 
There will be no difference in achievement (as 
measured by the grade point average) between the two 
groups. In order to test this hypothesis, a 2 X 2 Analysis 
of Variance was carried out with the grade point average 
being the dependent variable. In addition, social class 
was considered. 
Hypothesis 4 
There will be no difference in the relationship 
between alienation, aspiration, and achievement in the 1970 
and 1986 groups. In order to test this hypothesis, Pearson 
Correlation Coefficients were calculated and compared. In 
addition, social class was considered. 
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CHAPTER IV 
RESULTS AND DISCUSSION 
Introduction 
This study was designed to investigate the level of 
alienation expressed by Black students on a predominantly 
White college campus. Second semester Black freshmen 
interviewed in 1970 were compared with second semester 
Black freshmen interviewed in 1986. 
Several hypotheses were developed to address these 
questions: "Has the level of Black student alienation 
changed over time?" and "Has the relationship between the 
variables, alienation, aspiration, and achievement changed 
for Black students over time?" 
Data collected in this study were analyzed by use of 
Analysis of Variance and Pearson Correlation Coefficient. 
The .005 level of confidence was employed for determining 
the level of significance in testing the hypotheses 
postulated in Chapter I. The Statistical Package for the 
Social Sciences (Nie, Hull, Jenkins, Steinbrenner, & Brent, 
1975) was employed in the assessment of Analysis of 
Variance and Pearson Correlation Coefficients. 
The results of this study will be presented in the 
following pages. The chapter will commence with a look 
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at the demographic variables within the two groups. Next, 
each hypothesis will be presented, followed by the data 
generated from the analysis. The chapter will end with a 
discussion of the results and some final conclusions will 
be drawn. 
As a prelude to the analysis of data, subjects in this 
study were compared on a number of demographic variables 
(see Table 2). As can be noted, there was a fairly even 
distribution of males and females (1970, 51% males and 49% 
females vs. 1986, 52% males and 48% females) in both 
groups. The mean age of the 1970 group was 18.9 and the 
mean age of the 1986 group was 19.2. 
A comparison of the socioeconomic status of the two 
groups indicated that 48% of the students in the 1986 group 
were classified in the high SES category, and 52% were 
classified in the low SES category. In 1970, 41% of the 
students were in the high SES category and 59% were in the 
low SES category. 
Even though there was only a trend in the 1986 group 
toward a higher income level, this is consistent with the 
finding that Black Americans have made some strides since 
1970 in gaining access to higher-paying and higher-status 
jobs. However, relative to the income of White families, 
the median income of Black families declined steadily from 
a high of 62 percent in 1975 to only 55 percent of the 
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median income for white families in 1982 (College Entrance 
Examination Board, 1985). 
On the Scholastic Aptitude Test (SAT), the 1986 group 
scored 360 on the verbal subtest, and 400 on the math 
subtest. The 1970 group scored 355 on the verbal subtest, 
and 380 on the math subtest. A t-test was performed upon 
the mean scores of Scholastic Aptitude Test. The two 
groups were not found to be significantly different on 
either the verbal (£(213) = .-30, p = .76), or the math 
(£(213) = -1.37, p = .173) subtests. 
A comparison of academic majors for the two groups can 
be seen in Appendix G. A chi square with Yates's 
correction was performed on the choice of majors for both 
groups,2(7, N = 171) = 68.86, p<.001), and yielded a 
significant relationship between choice of major and 
group. Students in 1986 appeared to have more definite 
choices of majors than students in the 1970 group (1986, 
5.2% undecided, vs. 1970, 63.5% undecided). 
There was a major increase in the number of students 
majoring in the Social and Behavioral Sciences, (1986, 34% 
vs. 1970, 4%) over the 16 year time period. Also, more 
students in 1986 majored in Engineering, Business, Food and 
Natural Resources, and Health Sciences. 
Overall, these changes reflect general trends in 
higher education participation of Black students across 
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the nation. Black students today (1986) seem to come to 
college with firm ideas about a major and/or career, and 
their choices are becoming more similar to Whites in degree 
distribution (Trent, 1984). However, Black students are 
still underrepresented in Engineering, Biological Sciences, 
and Physical Sciences. 
Next we will look at each hypothesis and present the 
data generated. 
Results 
RypQthesis 1; 
There will be no difference in alienation between the 
1970 and 1986 groups. The findings were analyzed by means 
of a two-by-two (group and sex) Analysis of Variance both 
for total alienation, and separately for the nine 
alienation subscales and militancy. It was predicted that 
the level of alienation between the two groups would not 
change over the 16 year time period, suggesting that Black 
students in 1986 would express levels of alienation just as 
high as Black students expressed in 1970. This would 
indicate current difficulty adjusting to the White college. 
A summary of all significant main and interaction 
effects (see Table 3) for the nine alienation scales, 
militancy, and total alienation, indicates that time is 
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significant (p< .005) on every measure. It became clear 
that changes had occurred on measures of alienation 
expressed by Black students in 1970 and in 1986. Therefore, 
the null hypothesis was rejected. 
A comparison of the means of the means, and standard 
deviations for the two groups (see Table 4) indicates that 
Black students in 1970 were more alienated than Black 
students in 1986, with a total alienation mean of 2.37 in 
1970 and a total alienation mean of 2.76 in 1986. 
Table 5 provides a comparison of the means of the 
means, and standard deviations for the nine alienation 
scales, militancy, and total alienation by time and sex. 
Overall, males in 1970 had a total alienation mean of 2.35 
compared to a mean of 2.39 for females in that same time 
period. Males in 1986 had a total alienation mean of 2.73 
and females had a mean of 2.79. There were no overall 
significant differences found between the sexes. 
The Militancy subscale was one exception with females 
in 1970 scoring 1.85 and females in 1986 scoring 3.03 on 
that subscale. 
Hypothesis 2 
There will be no difference in aspiration, as measured 
by the Rosen Achievement Scale, between the 1970 and the 
1986 groups. 
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Table 6 provides a summary of the Anova for the three 
Rosen Factors by time, gender and SES. There were no 
significant differences found (p>.005), lending credence to 
evidence that Black students' aspiration levels remain 
unchanged. Therefore, the null hypothesis that there will 
be no difference in the aspiration levels of 1970 and 1986 
Black students was accepted. 
However, there was a trend (p=.031) discovered for 
Rosen factor 1, which measures the level of uncertainty and 
powerlessness about one's future career. Students in 1970 
appeared less certain about their future careers than 
students in 1986. This finding can be explained by the 
fact that sixty-three percent of the students in 1970 were 
undecided about their choice of majors, and only five 
percent of the students in 1986 were undecided about their 
choice of majors (see Appendix G). 
Hypothesis 3 
There will be no difference in achievement (GPA) 
between the 1970 and the 1986 groups. Table 7 provides a 
summary of Anova for achievement (GPA), by time, gender, 
and SES. As can be observed, there exists a significant 
time effect at the .001 level, and gender shows a trend at 
the .014 level of significance. Table 8 presents the means 
and standard deviations for achievement by time, 
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gender, and SES. The same measure was used to determine 
in both groups, based on a 4.00 scale (A = 4.00, 
B - 3.00, C = 2.00, D = 1.00). Black students in 1986 had 
a higher mean GPA (2.20) compared to the mean GPA of Black 
students in 1970 (1.67) • Even though non-significant, 
males had a slightly higher GPA than females in both the 
1970 and 1986 groups. Thus, there was no evidence to 
support the null hypothesis that there will be no 
difference in achievement (GPA) between the two groups, and 
the null hypothesis was rejected. 
Bypath.esis 4 
There will be no difference in the relationship 
between alienation, aspiration, and achievement in the 1970 
and 1986 groups. This hypothesis sought to determine 
whether the relationship between the variables alienation, 
aspiration, and achievement remained the same in the 1970 
and the 1986 groups. Table 9 is a presentation of the 
correlation coefficients relating the independent variable 
achievement (GPA), to the dependent variables alienation, 
militancy, and aspiration (Rosen Achievement Scales). 
A comparison of total scores for the 1970 and the 1986 
groups indicate that there was no significant relationship 
between GPA and the alienation subscales, total alienation, 
militancy, or the Rosen scales, at the .001 level. 
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However, for the total 1970 group, there was a significant 
positive relationship between GPA and school alienation 
at the .05 level. Additionally, 1970 females showed a 
significant positive relationship between GPA, school 
alienation, and self alienation at the .05 level. 
In the 1986 group, there was a significant positive 
relationship between GPA and self alienation for both the 
total group, and for males at the .05 levels. Overall, 
there was no evidence to suggest that the relationship 
between the variables, alienation, aspiration, and 
achievement changed over the 16 year time period, since the 
level of confidence needed for significance was not met at 
the p<.005 level. Because of this finding, the null 
hypothesis was accepted. 
Additional analysis to determine the relationship 
between GPA, alienation, militancy, and Rosen factors for 
different socioeconomic groups reveal the following (see 
Table 10): high SES students showed a significant posi¬ 
tive relationship between GPA, total alienation (p<.001), 
self alienation (p<.001), and school alienation (p<.001). 
The total high group also showed a significant positive 
relationship between GPA, Srole Anomie (p<.05), and Rosen 
Factor 1 and 2 at the .01 level. Black males in 1986 
showed a significant positive relationship between GPA and 
the Srole Anomie subscale at the .001 level. The total 
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low SES students showed only one significant positive 
relationship between GPA and militancy at the .05 level. 
Further analysis relating rank in high school, and 
verbal and math SAT scores with aspiration and alienation 
can be found in Appendices H, I, and J. it was discovered 
that none of the alienation subscales were positively 
correlated at the .005 level of significance. 
Discussion 
We began this investigation with the notion that Black 
students in 1986 would express levels of alienation as high 
as those expressed by Black students in 1970. This notion 
was based upon the fact that nearly 80 percent of all Black 
college students now attend predominantly White colleges, 
and for the recent literature asserting that Black students 
continue to express feelings of isolation and alienation on 
these campuses (Curwood, 1986; Fleming, 1984; Rutledge, 
1984; Smith, 1980; Staples, 1986; Turner, 1980). 
In attempting to discuss the results of this study, it 
is crucial that we base our interpretations and analysis of 
the findings on the historical, socio-political, psycho¬ 
logical, and racial experiences of Black Americans in 
general, and Black students on predominantly White campuses 
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in particular. Thus, an understanding of the racial 
climate at the time of each study (i.e. 1970 vs. 1986) 
will enhance our understanding of the findings. 
The first major finding of this study was that there 
was a significant difference in alienation expressed by 
Black students over a 16 year time period. Black students 
in 1986 expressed less alienation than was expressed by 
Black students in 1970. 
One possible explanation for this finding is that 
strides have been made in eliminating the barriers limiting 
admissions to predominantly White universities. In the 
early 1970's, historically Black colleges enrolled over 
half of all Black college students. In the 1980's, these 
schools enroll only about 20 percent of Black students 
attending college (Curwood, 1986). Access is no longer an 
issue, and Black students currently have more options when 
they seek higher education. Additionally, a large number 
of today's Black college students were educated in racially 
mixed elementary and secondary schools, and take for 
granted racially mixed colleges. 
Thus, it is conceivable that Black students in 1986 
would express less alienation than Black students in 1970. 
The 1970 group marked one of the first classes of Black 
students admitted to this northeastern university. Epps 
(1978) found that Black students during this time period 
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felt a great deal of estrangement and alienation on pre¬ 
dominantly White campuses. Their presence on campus 
was a new experience for Black students as well as the 
university at large. On the contrary, the 1986 group had 
long been exposed to integrated educational systems, and 
were expected to be better able to deal effectively on a 
predominantly White campus. 
Some researchers (Collison, 1987; Evans, 1985; Evans, 
1986; Gaines-Carter, 1985; Leavy, 1987; Louis, 1985; 
Taylor, 1986) would explain this finding by stating that 
because of the conservative climate in the country, 
challenges to affirmative action programs, and a lack of 
historical awareness about the civil-rights struggle, many 
Black students who experience alienation on campus don't 
openly complain and seem to internalize those feelings and 
blame themselves. 
The second major finding of this investigation was 
that Black students' aspiration level remained unchanged 
over a 16 year time period. The literature confirms that 
the aspiration level of Black students has always been high 
(Allen, 1981). One possible explanation for this finding 
is that higher education is still seen by Blacks as a key 
avenue of escape from laboring and service jobs. Evidence 
that Blacks may be moving in the direction of higher 
professional degrees and better careers is the fact that 
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Blacks have become more similar to Whites in the fields of 
study which require higher educational training. Larger 
proportions of Blacks are represented in disciplines such 
as business and management, and in math and science- 
related fields, which demand higher salaries (College 
Entrance Examination Board, 1985). 
Another possible explanation is that federal legis¬ 
lation in the form of affirmative action programs provided 
more opportunities for Blacks to participate in fields 
previously closed to them. 
The third major finding of this study was that Black 
students in 1986 had a higher GPA than Black students in 
1970 had. One possible explanation for this finding could 
be accounted for in the nature and quality of advising and 
academic preparation received prior to admissions. The 
educational performance of Black students, as measured 
by standardized achievement test scores, has risen across 
the country (College Board News, 1985). 
It has been hypothesized that this notable progress in 
academic performance may mean that federal interventions in 
the form of compensatory education funds have had concrete 
payoffs for Black Americans (College Board News, 1985). 
However, cuts in federal aid for education in elementary 
and secondary schooling and in student financial aid have 
been detrimental for Blacks. 
105 
Finally, this study found that the relationship 
between levels of alienation and other variables, 
aspiration, and achievement did not change over a 16 year 
time period. This finding could be explained by the fact 
that the variables were not found to be significantly 
correlated with each other in the 1970 or 1986 groups. 
Allen (1981) presents a model (see Figure 1) relating 
to the variables alienation, aspiration and achievement. 
He contends that many other causal factors interact with 
these three variables to determine how Black students will 
adjust on a predominantly White campus. Among the 
variables are family structure, father's occupation, 
mother's education, campus race relations, professor- 
student relations and Black support networks. This 
suggests that alienation, aspiration, and achievement may 
not be directly related to each other without the 
interaction of other variables. 
Social class showed up significant when correlated with 
measures of alienation, aspiration, and achievement. High 
SES students showed a significant positive relationship 
between total alienation, self alienation, and school 
alienation at the .001 level of significance. This could 
suggest that they performed better academically when they 
were less alienated from self and the school. 
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In summary. Black students in 1986 expressed less 
alienation than Black students expressed in 1970, 
maintained higher GPA than Black students in 1970, and 
showed similar aspiration levels as the 1970 group. 
Additionally, social class appeared to play some role in 
the relationship between alienation, aspiration, and 
achievement. One should be cautious in interpreting the 
results of this study to mean that current Black students 
are no longer alienated at the university under investi¬ 
gation. This study was designed to answer the specific 
question of comparing Black students in 1970 with Black 
students in 1986, and cannot answer the broader question of 
current Black student alienation compared to Whites. 
Conclusion 
This chapter includes the results and discussion of 
our investigation. It presents a list of specific hypo¬ 
theses and the tests utilized to generate data needed to 
confirm or deny our suppositions. Each hypothesis is 
listed separately with applicable data presented in graphic 
form and discussion. 
This study compared 1970 Black freshmen with 1986 
Black freshmen at a major university in the northeast, on 
measures of alienation, aspiration, and achievement. It 
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was discovered that Black students in 1986 expressed less 
alienation than Black students expressed in 1970. 
This finding was explained by the fact that barriers 
to admissions to predominantly White colleges have been 
removed and current Black students are used to being 
educated in integrated schools. In contrast, Black 
students in 1970 were among the first Blacks to enter 
this university. 
Another possibility is that Black students are no 
longer activist, and accept second class status on 
White campuses as the status quo. Some may turn within and 
blame themselves for their discomfort. 
It was discovered that the aspiration level of Black 
students in both groups remained high. This finding is 
confirmed by the literature reporting that education is 
still viewed as a possible escape from laboring and service 
jobs for Black students. 
Black students in 1586 had a higher GPA than Black 
students had in 1970. This finding is supported by the 
literature showing that nationally, the educational 
performance of Blacks has risen over this time period. 
There were no changes found over time in the 
relationship bettwwn alienation, aspiration, and 
achievement within the two groups. Researchers agree that 
many other factors interact with those three variables. 
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The conclusions of this study must be considered in 
light of certain limitations. A methodological problem 
exists in reference to how the two groups entered the 
university. The 1970 group were actively recruited by the 
university to participate in the CCEBMS program. However, 
the 1986 group entered the university with much less 
recruitment activities taking place and chose to 
participate in the CCEBMS program. Also, since only 
one university was studied, there are limitations on 
generalizability to other Black students on predominantly 
White colleges. The study only looked at freshmen. 
Finally, historical events are known to change the 
social context in which the two groups responded to the 
questionnaire, therefore this must be given strong 
consideration if such a study is repeated in the future. 
It is suggested that further research into the 
satisfaction, and successful graduation of Black students 
on predominantly White colleges is needed. A sample of 
Black, White, and other minority students could be compared 
on measures of alienation, in order to distinguish if there 
are different levels expressed by different student groups 
on campus. 
Black students on predominantly White campuses could 
also be compared to another sample of Black students at 
109 
historically Black colleges. Black freshmen could be 
compared with Black seniors in order to determine if any 
changes in levels of alienation occur over those three 
years. Finally, current Black students could be compared 
to recent dropouts, and to Black graduates of predominantly 
White colleges in order to ascertain effective coping 
strategies. 
110 
CHAPTER V 
SUMMARY 
Overview 
Do Black students of today view their education 
differently from those of their predecessors in the early 
1970's? This study seeks to examine the attitudes of Black 
students about their experiences on a predominantly White 
college campus over a 16-year period. 
Within the literature, there remains a pervasive and 
persistent viewpoint (Centra, 1970? Collison, 1987; 
Curwood, 1986; Fleming, 1984; Harper, 1971, 1975; Staples, 
1986) concerning the predicted or observed experiences of 
Black students at predominantly White colleges. The 
consensus of these and many other authors has been that, 
despite sincere efforts by predominantly White colleges 
regarding the recruitment and retention of Black students, 
once on campus these students are confronted with academic 
and social stressors which are qualitatively different from 
those experienced by White students. As a result, Black 
students perceive their campus experience quite negatively 
and their drop-out rate is much higher than that of White 
students. Black students on predominantly White campuses 
express feelings of alienation and isolation, discuss 
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institutional insensitivity to their needs, and experience 
racial tension and poor social interactions on campus. 
Sedlacek & Brooks (1970) reported that Black freshmen 
experienced longer and more difficult adjustments to the 
predominantly White college. Williams & Lions (1972) found 
that many Black students experienced social frustration 
leading to poor performance in the classroom, which 
sometimes served as an excuse for them to drop out. Nieves 
(1971) studied perceptions held by Black students on 
predominantly White colleges, and found that 
nonentitlement, loneliness, isolation, withdrawal, and 
cultural alienation were salient characteristics. Kilson 
(1973) described Blacks at Harvard as perceiving the 
university as a hostile environment, the faculty and staff 
as their oppressors, and the entire relationship as one of 
inevitable conflict and confrontation. Kleinbaum & 
Kleinbaum (1976) found that Black students at the 
University of North Carolina were dissatisfied with their 
overall educational experience, troubled by the limited 
numbers of Blacks at all levels of the university, 
alienated by the campus life, exposed to racial 
discrimination, and in general, were disenchanted with the 
university. They found that fear and reluctance of Blacks 
and Whites to interact with each other had limited the 
potential for growth and multi-racial understanding. 
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Over the years Black students continued to express 
feelings of alienation on predominantly White campuses. 
Claerbaut (1978) utilized the Middleton Alienation Scale in 
order to investigate the level of alienation experienced 
by Black students. Black students felt that they could not 
realistically expect to succeed on those campuses 
because there were too many barriers placed before them. 
Suen (1983) investigated alienation and attrition among 
Black college students on a predominantly White campus. 
The University Alienation Scale was used to compare Black 
and White college students' levels of alienation. Suen 
found that the most important contributor to the total 
score was Black student's significantly higher level of 
social estrangement. Furthermore, Black students were 
noted to drop out at a significantly higher rate than did 
White students. Oliver et al. (1985) carried out research 
comparing levels of alienation experienced by Black and 
Chicano students. This study showed that Black students 
were more likely than Chicanos to feel alienated and 
perform poorly academically, and that social class made no 
difference in these outcomes. Collison (1987) and Leavv 
(1987) conclude that todays Black students continue to feel 
alienatated on White campuses because of cutbacks in 
specialized services for Black students, the resurgence of 
racism, and a movement away from affirmative action issues. 
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No studies, however, have been conducted over a 
long-term period to determine if changes in alienation 
have occurred in Black students. This research 
investigation seeks a beginning in this direction by 
comparing 1986 Black student data with 1970 Black student 
data. 
The testing of three hypotheses guided this 
investigation: (1) There will be no difference in 
alienation between the 1970 and 1986 groups. (2) There 
will be no difference in aspiration (as measured by the 
Rosen Achievement Scale) between the 1970 and 1986 groups, 
and (3) There will be no difference in achievement (GPA) 
between the 1970 and the 1986 groups. 
Method 
Participants 
Subjects from the 1970 and 1986 groups were 
participants of the Committee for the Collegiate Education 
of Black and Minority Students (CCEBMS) Program at the 
University of Massachusetts at Amherst. CCEBMS is an 
academic support program established to facilitate the 
successful education of Black and other minority students. 
The 1970 group consisted of 185 Black students, 95 males 
and 90 females. The 1986 group consist of a total of 97 
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Black students, 50 males, and 47 females. Obviously, the 
groups are composed of different types of individuals who 
exist in a different social climate. This constitutes a 
major delimination of the interpretation of the results of 
this study. 
Instruments 
The following instruments were used in this study: 
The Alienation Index Inventory (Turner, 1975), a 45-item 
scale consisting of nine five-item subscales (Srole Anomie, 
self alienation, family alienation, peer alienation, 
community alienation, alienation from the legal system, 
school alienation, work alienation. Black srole). The 
Alienation Index Inventory provides information which 
relates to an individuals' feelings of disengagement and 
distance; Militancy, consists of five items reflecting a 
degree of militancy which includes separatist ideology, and 
acceptance of violence as a method of seeking racial 
justice; The Rosen Achievement Scale (Rosen, 1956) , a scale 
of achievement motivation which assesses education and 
occupational aspirations of students. It includes three 
factors, Rosen Factor 1, related to powerlessness and 
uncertainty; Rosen Factor 2, related to educational 
aspirations; and Rosen Factor 3, related to loyalty to 
parents and occupational aspiration. 
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Procedures 
Three forms of data collection methods were utilized 
in this study: An interview was conducted by same-sex, 
same-race interviewers, a questionnaire was completed by 
students, and achievement information was obtained from the 
CCEBMS Program. In 1970, the interviews were conducted in 
residence halls. In 1986, the interviews were conducted in 
the CCEBMS library. Both groups were compared on a number 
of demographic variables such as age, sex, majors, and 
socio-economic status. 
Analysis 
Chi squares and £ tests were used to compare the 
demographic data. A two-by-two (group and sex) Analysis of 
Variance for total alienation, and for the nine alienation 
subscales, and militancy was performed to address the first 
hypothesis. An Analysis of Variance by time, gender, and 
SES was performed to address the second and third 
hypotheses. 
Results 
This investigation explored the differences between 
alienation, aspiration, and achievement expressed Black 
freshmen (1970 and 1986) at a university in the northeast 
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Table 11 provides a summary of the significant 
differences between the two groups. Demographic data 
suggests that there was an even distribution of males and 
females in the two groups, that the two groups were within 
the same age category, and that there was no significant 
difference in their economic status, or in the results of 
the Scholastic Aptitude Test. 
Black students in 1986 expressed less alienation than 
Blacks expressed in 1970 on every measure of the Alienation 
Index Inventory (Turner, 1975). However, there was no 
difference in the levels of aspiration expressed by the two 
groups, and the 1986 group performed better academically 
than the 1970 group. 
Discussion 
This study has found some differences between the 1970 
and 1986 sample of Black students studied in this 
investigation. It appears that Black students today are 
less alienated than they were in 1970. In 1986, responses 
to several of the subscales indicate a general level of 
marginal satisfaction with their experience, whereas in 
1970, there was a tendency for Black students to express a 
general pattern of alienation and militancy on all of the 
measures. 
117 
TABLE 11 
Summary of Differences in Alienation. Aspiration, and 
Achievement between the 1970 and 1986 Groups 
Demographic. pat£ M 
1970 
F T M 
1986 
F T 
Age (years) 18.9 18.9 18.9 19.5 18.9 19.2 
Sex (n) 95 90 185 50 47 97 
SES (high) 33% 48% 41% 50% 46% 48% (NS 
(low) 67% 52% 59% 50% 54% 52% (NS) 
SAT (Verbal) 360 350 355 380 340 360 (NS) 
(Math) 400 360 380 410 380 400 (NS) 
GPA 1.75 1.59 ' 1.67 2.29 2.11 2.20* 
Alienation Scores Means of the ..Means 
Srole 2.24 2.25 2.25 2.77 2.54 2.66* 
Self 2.91 3.09 3.00 3.39 3.39 3.40* 
Family 3.00 3.01 3.00 3.42 3.39 3.40* 
Peer 2.83 2.90 2.87 3.01 3.23 3.12* 
Community 2.35 2.26 2.31 2.67 2.68 2.67* 
School 2.89 3.03 2.96 3.32 3.46 3.39* 
Work 2.43 2.55 2.49 2.79 3.07 2.93* 
Legal 2.34 2.52 2.43 3.12 3.23 3.18* 
Black Srole 2.51 2.29 2.40 2.82 2.68 2.74* 
Militancy 2.01 1.85 1.93 3.00 3.03 3.01* 
Total 2.35 2.39 2.37 2.73 2.79 2.76* 
Rosen Achievement Scale Anova (Aspiration) 
Scale Scores Effect Mean Square F P< 
Rosfac 1 
Rosfac 2 
Rosfac 3 
Time 
Time 
Time 
23.50 
11.20 
4.35 
4.72 
1.81 
1.18 
.031 
.179 
.278 
(NS) 
(NS) 
(NS) 
aIn the Alienation 
alienation. ^(*) 
at the .005 level. 
Means, higher scores mean less 
indicates a significant difference 
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More detailed analysis of alienation and the specific 
subscales of the alienation instrument reveal additional 
information. In 1970, Militancy was the subscale which 
indicated the highest level of alienation. Black students 
at that time were active in the Civil Rights and Black 
Power Movements and may have concluded that this was the 
only vehicle for expressing their feelings. In 1986, Black 
students expressed their highest level of alienation on the 
community subscale. Students may be expressing 
estrangement from the general college community because of 
recent racial tensions at the university under 
investigation, and Black students have been more vocal 
about their concerns. A year after this research was 
completed, the University of Massachusetts' Black students 
took over a campus building in protest over racist 
incidents and harassment to Blacks on the campus. It seems 
possible that the community estrangement listed above 
resulted in the problems which erupted shortly after this 
study was completed. 
It was also discovered that the actual college 
performance was better for the most recent group. This 
suggests that the motivation to succeed is growing among 
these students. This finding is consistent with Allen s 
(1981) finding that educational performance is on the rise 
among Black students across the country. Such a finding 
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could be interpreted as a reflection of the improved nature 
and quality of advising, and even of an improvement in 
academic preparation among Black students. Since the 
attrition rate of Black students is also on the rise 
(Leavy, 1987; Curwood, 1986; and Staples, 1986) it is 
difficult to place a generally optimistic interpreta¬ 
tion on this finding. 
The literature continues to support the notion that 
Black students still express high levels of aspiration. 
This study found no significant difference in the 
aspiration levels of Black students in the two groups. As 
in past decades, today's Black college students want to 
attain higher education and occupational status. The most 
recent problem is that there may be increasing differences 
between motivation to succeed and the actual success 
experiences of the most recent students. 
This author speculates that there are several possible 
explanation for the finding that Black students in 1986 
expressed less alienation than Black students expressed in 
1970. First, the degree of racial segregation in schools 
was much higher in 1970 than in 1986. In particular, in 
recent times, college enrollment suggests a major shift in 
the racial distribution of students. For example, 80% of 
all Black college students now attend predominantly White 
colleges, whereas in 1954, 99% of all Black college 
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students attended historically Black schools. By the 
middle to latter half of the 1960's it is likely that the 
distribution was closer to 25%. Students in 1986 may well 
have taken for granted racially mixed educational 
environments, and in fact, come from a generation of Blacks 
not able to remember racial segregation first hand. 
Another line of reasoning would focus upon the 
differences in the political climate and the social events 
experienced by Black students from the two time periods. 
Very powerfully engaging events were part of the day-to-day 
experiences of Blacks during the latter half of the 1960's, 
including the height of the Civil Rights Movement, the 
Black Power Movement, urban unrest, the Vietnam War, and 
the assassination of Rev. Dr. Martin Luther King, Jr. The 
students who were entering college in 1969 were growing up 
in the middle of one of the most volatile periods in recent 
United States history. . There have simply been no 
comparable events to influence the lives of more recent 
students. 
However, the recent campus problems on the 
Massachusetts campus may represent a personalized reaction 
to racism. It is possible that students of the mid-1980's 
are more sensitive to current campus issues. Furthermore, 
the success of the CCEBMS program may suggest the major 
reason for less isolation since it encourages Black 
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students to become an integral part of the university 
environment. 
The final line of reasoning is that Black students may 
in fact be equally alienated, but the manifestations of 
that alienation cannot be tapped by the instruments 
developed in earlier decades. For example, large scale 
student militant action seems to have been steadily 
declining since the mid 1970's. Maybe Black students are 
now more inclined toward self-blame as appossed to societal 
blame. Access to predominantly White institutions is no 
longer the issue, but successfully graduating from these 
institutions is the battle current students must wage. 
The findings of this study must be interpreted in 
light of certain limitations. First, these samples of 
Black students were not compared to a sample of majority 
White students or to a sample of another minority group. 
It is, therefore, difficult to know whether the levels of 
alienation found here would be higher or lower than other 
groups. The second major limitation concerns our 
understanding of the reasons for the several differences 
found between the 1970 and 1986 Black student groups. It 
seems unlikely that the changes reported here would be a 
function of the simple passage of time. The cultural and 
social context in which the two sets of students were 
socialized has changed. 
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Appendix A 
Consent Form 
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CONSENT FORM 
Black College Student 
Survey 
This is a study of Black college students. It involves 
answering a few questions and filling out a questionnaire. 
This study has the potential for providing information 
about issues faced by Black students on predominantly White 
campuses, and can serve as a vehicle for addressing these 
concerns. 
How you respond to the questions will not be associated 
with your name, thus your answers will not be given to 
CCEBMS or affect your status at the university in any way. 
Data will be held in the strictest of confidence. Code 
numbers, not names will be utilized and a group aggregate 
statistical analysis will be used to report the results. 
Your participation in this research project is voluntary. 
As such, you are free to withdraw your consent and 
discontinue participation in the study at any time. 
I have read the above information and agree to participate 
in this study. 
Participants signature 
Date 
If you would like the results of this study sent to you, 
list a forwarding address below: 
Researcher: Wanda L. Ruffin, Doctoral Student 
Counseling Psychology, Hills South 
School of Education, UMASS 01003 
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BLACK COLLEGE STUDENT 
SURVEY 
Part I 
ID_ 
INTERVIEWER INSTRUCTIONS: 
Introduce yourself and briefly describe the research. 
Give the consent form to student to read and sign. 
Gather the following information: 
Name_Sex_ 
Date _Date of Birth_ 
1. What is your present year at UMASS? 
a. Freshman b. Sophomore c. Junior d. Senior 
2. What is your present major or anticipated major? 
3. How certain are you that you will finish your college 
degree at UMASS? 
a. Very certain b. Eetter than 50-50 chance 
c. Less than 50-50 chance d. Very unlikely 
INTERVIEWER INSTRUCTIONS: 
Hand the questionnaire to the student to complete. 
Read the directions to the student. 
Inform student that it is very important to respond 
to all the questions. Students should work as quickly 
as possible. 
Inform student that you have a few more questions to 
ask after they complete the questions. 
Make any notes here about the general context of the 
interview. 
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BLACK COLLEGE STUDENT 
SURVEY 
Part II 
Here are some statements that people have different feel¬ 
ings about. They have to do with many different things. 
Please circle the ONE answer that best describes your 
agreement or disagreement. 
SA Ad 
STRONGLY , MILDLY MILDLY 
AGREE AGREE DISAGREE 
For example: 
The main problem for young people 
is money. (Suppose that you STRONGLY 
AGREE with that statement. Then you 
would circle SA). 
Remember, there are no right or wrong answers. Just 
indicate how you really feel. If you wish to change your 
answer, put an X through the first answer and circle the 
one you prefer. 
SD 
STRONGLY 
DISAGREE 
SA A D SD 
CIRCLE ONE 
1. In spite of what some people say, 
things are getting worse for the 
average person. 
SA A D SD 
2. I have not lived the right kind of 
life. 
SA A D SD 
3. No one in my family seems to under¬ 
stand me. 
SA A D SD 
4. I have nothing in common with most 
people my age. 
SA A D SD 
5. Most of the people in my community 
think about the same way I do about 
most things. 
SA A D SD 
6. A person who commits a crime should 
be punished. 
SA A D SD 
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7. School does not teach a person anything 
that helps in life to get a job. 
8. Any person who is able and willing to 
work hard has a good chance of making 
it. 
9. These days Black people don't really 
know who they can count on. 
10. It is hardly fair to bring children 
into the world with the way things 
look for the future. 
11. There is very little I really care 
about 
12. Most of my relatives are on my side. 
13. My way of doing things is not under¬ 
stood by others my age. 
14. I have never felt that I belonged in 
my community. 
15. Laws are made for the good of a few 
people, not for the good of people like 
me. 
16. School is a waste of time. 
17. The kind of work I can get does not 
interest me. 
18. There is little use in Blacks writing 
to public officials because often they 
aren't really interested in the prob¬ 
lems of Blacks. 
19. Nowadays a person has to live pretty 
much for today and let tomorrow take 
care of itself. 
20. I usually feel bored no matter what I 
am doing. 
21. My parents often tell (told) me they 
don't (didn't) like the people I go 
(went) around with. 
SA A D SD 
SA A D SD 
SA A D SD 
SA A D SD 
SA A D SD 
SA A D SD 
SA A D SD 
SA A D SD 
SA A D SD 
SA A D SD 
SA A D SD 
SA A D SD 
SA A D SD 
SA A D SD 
SA A D SD 
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22. SA A D SD It is safer to trust no one-not even 
so-called friends. 
23. Community organizations don't speak 
for me. 
SA A D SD 
24. It would be better if almost all laws 
were thrown away. 
SA A D SD 
25. School is just a way of keeping young 
people out of the way. 
SA A D SD 
26. To me, work is just a way to make mon¬ 
ey, not a way to get any satisfaction. 
SA A D SD 
27. In spite of what some people say, 
things are getting worse for Black 
people. 
SA A D SD 
28. There is little use in writing to 
public officials because often they 
aren't really interested in the 
problems of the average person. 
SA A D SD 
29. I don't seem to care what happens to 
me. 
SA A D SD 
30. I don't have anything in common with 
my family. 
SA A D SD 
31. Most of my friends waste time talking 
about things that don't mean anything. 
SA A D SD 
32. There are many good things happening 
in my community to improve things. 
SA A D SD 
33. It is OK for a person to break a law 
if s/he doesn't get caught. 
SA A D SD 
34. I have often had to take orders on a 
job from someone who did not know as 
much as I did. 
SA A D SD 
35. It is hardly fair to bring children 
into the world with the way things 
look for Blacks in the future. 
SA A D SD 
36. These days a person doesn't really 
know who s/he can count on. 
SA A D SD 
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37. I do things sometimes without SA A D SD 
knowing why. 
38. I don't care about most members of SA A D SD 
my family. 
39. In the group that I spend most of SA A D SD 
my time, most of the females (males) 
dont't understand me. 
40. My community is full of people who SA A D SD 
care only about themselves. 
41. In a court of law I would have the SA A D SD 
same chance as a rich person. 
42. I like school. SA A D SD 
43. Most bosses just want to use the SA A D SD 
worker to make bigger profits. 
44. Nowadays Blacks have to live pretty SA A D SD 
much for today and let tomorrow take 
care of itself. 
45. Most of the stuff I am told in school SA A D SD 
just does not make any sense to me. 
46. All I want out of life in the way of a SA A D SD 
career is a secure, not too difficult 
job, with enough pay to afford a nice 
car and eventually a home of my own. 
47. Planning only makes a person unhappy 
since your plans hardly ever work out 
anyway. 
48. When a person is born, the success 
s/he is going to have is already in 
the cards so s/he might as well 
accept it and not fight against it. 
49. Nowadays, with world conditions the 
way they are, the wise person lives 
for today and lets tomorrow take care 
of itself. 
50. Even though parents often seem too 
strict, when a person gets older s/he 
will realize it was helpful. 
SA A D SD 
SA A D SD 
SA A D SD 
SA A D SD 
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SA A D SD 
SA A D SD 
SA A D SD 
51. If my parents told me to stop seeing SA A D SD 
a friend of my own sex, I'd see that 
friend anyway. 
52. Parents would be greatly upset if 
their son ended up doing factory work. 
53. It's silly for a teenager to put money 
into a car when the money could be used 
to get started in a business or an edu¬ 
cation. 
54. The best kind of job is one where you 
are part of an organization all work¬ 
ing together, even if you don't get 
individual credit. 
55. Education and learning are more SA A D SD 
important in determining a person's 
happiness than money and what it will 
buy. 
56. When a person takes her/his first job SA A D SD 
s/he should stay near parents even if 
it means giving up a job. 
57. Even when persons get married their SA A D SD 
main loyalty belongs to their parents. 
58. Black riots are needed and justified 
in this country. 
59. Black people should arm themselves. SA A D 
60. Blacks should have faith that the U.S. SA A D 
will eventually live up to its ideals 
of equality for all. 
61. Blacks should not try any more to inte- SA A D SD 
grate into American society. 
62. Blacks should attempt to gain complete SA A D SD 
control over their communities. 
SA A D SD 
SD 
SD 
63. Would you say that the UMASS campus 
is generally; 
Friendly_:_:-•-:-; — Hostile 
131 
BLACK COLLEGE STUDENT 
SURVEY 
Part III 
INTERVIEWER INSTRUCTIONS: 
Take the completed questionnaire from the student and check 
for missing data. 
Gather the following information: 
1. What is your mothers usual occupation?_ 
2. What is your fathers usual occupation? 
3. How far did your mother go in school?_ 
(Show student the 3x5 card) 
4. How far did your father go in school?___ 
(Show student the 3x5 card) 
5. What was your total CUM (grade point average) at the 
end of last semester? 
6. How well do you think your CUM reflects your real 
abilities? 
a. Very well 
b. Moderately well 
c. Not at all 
7. Compared to all college students in the country, do you 
see yourself as: 
a. A top student 
b. An average student 
c. A below average student 
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8. Eqm, ixy is think about your future? 
15 or 20 years from now, what kind of work would you 
like most to be doing? 
OCCUPATION: _ 
9. Of course, there can be a difference between anybody's 
dream job and what s/he realistically expects to be 
doing. In 15-20 years, what kind of work do you 
really EXPECT to be doing? 
OCCUPATION:_ 
How certain are you that you can EXPECT to wind up 
in this line of work? 
a. About positive b. Fairly sure c. Not too sure 
10. The highest degree you WOULD LIKE TO receive is: 
(show student the 3x5 card with the list of options). 
DEGREE_ 
11. The highest degree you EXPECT TO RECEIVE eventually 
is: (the highest degree that you EXPECT.TO RECEIVE 
may be the same or different from what you WOULD 
LIKE TO RECEIVE). 
DEGREE.___ 
DO NOT ASK STUDENTS THESE QUESTION....WILL BE OBTAINED FROM 
CCEBMS STAFF- 
12. Student high school rank____ 
13. Student SAT total-- 
Verbal_ Nath- 
14. Student CUM as of 12/85- 
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Appendix C 
Alienation Index Inventory Subscales, 
Militancy Subscale, and Rosen 
Achievement Scale 
Alienation Index Inventory Subscales 
General Alienation Core (Srole Anomip) 
1. In spite of what some people say, things are getting 
worst for the average person. 
2. It is hardly fair to bring children into the world 
with the way things look for the future. 
3. Nowadays a person has to live pretty much for today 
and let tomorrow take care of itself. 
4. There is little use in writing to public officials 
because often they aren't really interested in the 
problems of the average person. 
5. These days a person really doesn't know who he can 
count on. 
£e_lf Alienation Core 
1. I have not lived the right kind of life. 
2. There is very little I really care about. 
3. I usually feel bored no matter what I am doing. 
4. I don't seem to care what happens to me. 
5. I do things sometimes without knowing why. 
Alienation from Family Core 
1. No one in my family seems to understand me. 
2. Most of my relatives are on my side. 
3. My parents often tell (told) me they don't (didn't) 
like the people I go (went) around with. 
4. I don't have anything in common with my family. 
5. I don't care about members of my family. 
Alienation from Peer Core 
1. I have nothing in common with people my age. 
2. My way of doing things is not understood by others my 
age. 
3. It is safer to trust no one, not even so-called 
friends. 
4. Most of my friends waste time talking about things 
that don't mean anything. 
5. In the group that I spend most of my time, most of the 
females (males) don't understand me. 
Alienation from Community Core 
1. Most of the people in my community think about the 
same way I do about most things. 
2. I have never felt that I belonged in my community. 
3. Community organizations don't speak for me. 
4. There are many good things happening in my 
community to improve things. 
5. My community is full of people who care about 
themselves. 
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Alienation from Legal System 
1. A person who commits a crime should be punished. 
2. Laws are make for the good of a few people, not for 
the good of people like me. 
3. It would be better if almost all laws were thrown away. 
4. It is OK for a person to break a law if he doesn't get 
caught. 
5. In a court of law, I would have the same chances as a 
rich person. 
Alienation from School and Education Core 
1. School doesn't teach a person anything that helps in 
life to get a job. 
2. School is a waste of time. 
3. School is just a way of keeping young people out of 
the way. 
4. I like school. 
5. Most of the stuff I am told in school does not make 
sense to me. 
Alienation from Work Core 
1. Any person who is able and willing to work hard has a 
good chance of making it. 
2. The kind of work I can get does not interest me. 
3. To me, work is just a way to make money, not a way to 
get any satisfaction. 
4. I have often had to take orders on a job from someone 
who did not know as much as I did. 
5. Most bosses just want to use the worker to make bigger 
profits. 
Alienation from the White World Core- (Black SPQl£l 
1. These days Blacks don't really know who they can count 
on. , , . 
2. There is little use in Blacks writing to public 
officials because often they aren't really interested 
in the problems of Blacks. 
3. In spite of what some people say, things are getting 
worst for Black people. 
4. It is hardly fair to bring children into the world 
with the way things look for Blacks in the future. 
5. Nowadays, Blacks have to live pretty much for today 
and let tomorrow take care of itself. 
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Militancy Subscale 
1. Black riots are needed and justified in this 
country. 
2. Black people should arm themselves. 
3. Blacks should have faith that the U.S. will eventually 
live up to its ideals of equality for all. 
4. Blacks should not try any more to integrate into 
American society. 
5. Blacks should attempt to gain complete control over 
their communities. 
Rosen Achievement Scale 
1* All I want out of life in the way of a career is a 
secure, not too difficult job, with enough pay to 
afford a nice car and eventually a home of my own. 
2. Planning only makes a person unhappy since your plans 
hardly ever work out anyway. 
3. When a person is born, the success he is going to have 
is already in the cards, so he might as well accept it 
and not fight against it. 
4. Nowadays, with world conditions the way they are, the 
wise person lives for today and lets tomorrow take 
care of itself. 
5. Even though parents often seem too strict, when a 
person gets older he will realize it was helpful. 
6. If my parents told me to stop seeing a friend of my 
own sex, I'd see that friend anyway. 
7. Parents would be greatly upset if their son ended up 
doing factory work. 
8. It's silly for a teenager to put money in a car when 
the money could be used to get started in a business 
or an education. 
9. The best kind of job is one where you are part of an 
organization all working together, even if you don't 
get individual credit. 
10. Education and learning are more important in 
determining a person's happiness than money and what 
it will buy. 
11. When a person takes his first job he sould stay near 
parents even if it means giving up a job. 
12. Even when persons get married, their main loyalty 
belongs to their parents. 
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Appendix D 
Rosen Achievement Scale Loadings for the 
Three Rosen Factors 
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Essen Achievement Scale Loadings for the ThrPP pnc»n 
Eastors 
Factors Question Numbers Category 
1 1, 2, 4 Powerlessness, Uncertainty 
Regarding Future Attainment 
2 7, 8, 9, 10 Educational Attainment 
3 5, 11 , 12 Orientation to Parents, 
Achievement Aspirations 
Note. See appendix C for the 12 Rosen Achievement Scale 
questions. 
aOuestions 3, and 6 weren't included since they did not 
factor into the equation. 
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Appendix E 
Means and Standard Deviations for the Nine 
Alienation Scales, Militancy, and 
Total Alienation 
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Appendix F 
Means and Standard Deviations for 
Alienation Scales, Militancy, 
Total Alienation by 
Time and Sex 
the Nine 
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Appendix G 
List of Majors for the 
1970 and 1986 Groups 
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Appendix H 
Pearson Correlation Coefficients Relating Rank 
in High School with the Alienation Scales, 
Militancy, and the Rosen Achievement 
Scales for the Total Sample 
and the Subgroups 
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Appendix I 
Pearson Correlation Coefficients Relating Verbal SAT 
Score with the Alienation Scales, Militancy, 
and the Rosen Achievement Scales for the 
Total Sample and the Subgroups 
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Appendix J 
Pearson Correlation Coefficients Relating Math SAT 
Scores with the Alienation Scales, Militancy, 
and the Rosen Achievement Scales for the 
Total Sample and the Subgroups 
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